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Abstract
Positive behavioral interventions and supports (PBIS) is a framework comprised of several tiers
to address students’ emotions and academics. Although educators utilize PBIS in their classroom
management, they encounter barriers that hinder implementation. The purpose of the study was
to discover, through qualitative interviews, how educators’ adolescent experiences with
behavior/classroom management and the positive and negative consequences they experienced in
school influenced their values and beliefs about classroom management and their
implementation of the PBIS framework in middle schools in Texas. Bandura’s social cognitive
theory provided the theoretical framework used to craft the research questions. The central
research question examined how did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom. Three
research questions investigated the experiences of educators. What do educators perceive as
barriers and supports to PBIS implementation? How do educators describe their experiences with
school discipline as an adolescent? How do educators perceive the influence of their adolescent
experiences with school discipline on their implementation of PBIS on campus? The setting
included school districts and a charter system in Texas. Purposive and snowball sampling were
used to select the participants. The participants were educators in various positions. Data
collection included surveys and interviews. Central themes emerging from the study included
external barriers for PBIS, supports for PBIS, influences during adolescence, adolescent
experiences, and PBIS. The findings revealed both negative and positive experiences of
educators during adolescence positively impacted their implementation of classroom
management and classroom discipline. Additional research should focus on how educators’
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adolescent experiences can negatively impact PBIS implementation and techniques aimed to
ensure the fidelity of PBIS in schools.
Keywords: PBIS framework, behavior, adolescence, classroom management,
experiences, positive, negative
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Chapter 1: Introduction
The positive behavioral interventions and supports (PBIS) framework comprises multiple
tiers that are evidence-based and designed to address students’ emotions, academics, and social
skills (Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019). To
improve disabled and nondisabled students’ daily outcomes, teachers utilize PBIS by integrating
unique practices, multiple systems, and numerous data sources (Hannigan & Hauser, 2015; Ryan
& Baker, 2019; Shuster et al., 2017). Educators implement the framework as a proactive
approach to develop a campus culture by addressing individual, classroom, and schoolwide
systems (Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019).
Focusing on these systems creates a support structure to target inefficient and ineffective
behavior and increases the functionality of desired behavior (Hannigan & Hannigan, 2020;
Hannigan & Hauser, 2015; Ryan & Baker, 2019).
The PBIS framework is founded and guided by six critical components. The components
are (a) learned behavior, (b) teach and acknowledge, (c) prevention, (d) quality, (e) campus
support, and (f) fidelity. Students learn how to display positive and negative behavior based on
their environment (Horner & Monzalve-Macaya, 2018). Educators within effective PBIS
campuses instruct students on how to behave appropriately and consistently recognize students
for depicting positive behavior (Horner & Monzalve-Macaya, 2018). Educators should research
and investigate methods to discourage inappropriate behavior on campus (Horner & MonzalveMacaya, 2018). Students must receive behavioral support that correlates to their emotional needs
(Horner & Monzalve-Macaya, 2018). The organizational behavioral support needs to be readily
available within all areas of a school, and the framework must be used with fidelity (Horner &
Monzalve-Macaya, 2018).
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Educators have reduced classroom misbehaviors throughout 47 states with diverse
student populations by implementing PBIS (Spaulding et al., 2008).Unlike some behavioral
programs that require the purchase of a curriculum, the PBIS framework is tailored and
incorporated into the culture of a campus (Hannigan & Hannigan, 2020; Hannigan & Hauser,
2015; Ryan & Baker, 2019). It requires that the faculty and staff commit to using the system to
consistently address students’ behaviors (Hannigan & Hannigan, 2020; Hannigan & Hauser,
2015; Ryan & Baker, 2019). When the PBIS framework is implemented with fidelity, it can
improve children’s health, personality, and social ability (Hannigan & Hannigan, 2020;
Hannigan & Hauser, 2015; Ryan & Baker, 2019). Overall, the framework is designed to provide
educators with effective practices that support the needs of all students by minimizing the
discipline practices that are exclusionary and increasing their academic and social success
(Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019).
The implementation of PBIS has helped establish a positive school climate, reduce
delinquency, and enhance the safety of communities (Lampron & Gonsoulin, 2013; Noltemeyer
et al., 2019). Young (2014) explained that students are more engaged during classroom
instruction if they are on a campus with an established positive school climate. The PBIS
framework provides a campus with the capacity to utilize data to determine behavioral decisions,
implement the framework with high integrity, and adopt preventive and effective interventions
(McIntosh & Goodman, 2016). The PBIS framework allows educational leaders to incorporate
coaching and professional development designed to provide safe, consistent, positive, and
predictable contingencies throughout a campus (McIntosh & Goodman, 2016). Schools that have
received PBIS training have established a positive school climate that has decreased the number
of student suspensions and office referrals (Bradshaw et al., 2018).
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Numerous researchers have investigated behavioral strategies and interventions that
target disruptive classroom behaviors (Coles et al., 2015; Collier-Meeket al., 2019; Pinkelman et
al., 2015). In recent years, there has been a demand for additional research on factors that affect
the implementation of PBIS, such as perceptions, attitudes, motivation, and training (Coles et al.,
2015; Collier-Meek et al., 2019; Pinkelman et al., 2015). Although there is compelling evidence
that these factors contribute to teachers’ implementation of tiered-level interventions, there is
little research available on how teachers’ experiences during their youth influence the
development of these factors when they become educators (Coles et al., 2015; Collier-Meek et
al., 2019; Pinkelman et al., 2015). Specifically of interest was how educators’ experiences during
adolescence with behavior/classroom management and the positive and negative consequences
they experienced in school influenced their values and beliefs about classroom management and
implementation of PBIS.
To further understand the impact of educators’ adolescent experiences, I acquired
background knowledge, created a problem statement, developed the study’s purpose, determined
a theoretical framework, formulated research questions, and defined key terms. Evaluating these
areas provided great insight into understanding the impact of educators’ experiences on their
PBIS implementation on campus.
Background
A student’s negative behavior can be detrimental and destructive to the learning
environment on campus. Approximately 57% of elementary schools, 88% of middle schools, and
90% of high schools reported violent infractions within the 2015–2016 school year (Musu et al.,
2019). During the 2015–2016 school year, 449,000 infractions (crimes) occurred on school
grounds, 47% of schools reported at least one infraction incident to the authorities (law
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enforcement/police), and 37% of schools took critical disciplinary action that led to students
suspended out of school for five days or more (Musu et al., 2019). In 2017, 6% of secondary
students reported that they were called hate-related words during the school year, and 23% of
students witnessed hate messages on their campus (Musu et al., 2019). During the same year,
close to 20% of secondary students stated they were bullied at school, and several educators
reported widespread disorder within the classroom (Musu et al., 2019). Educators are inundated
with the concerns of violence and disruptions occurring in a school.
Glock (2017) implied that the misbehavior of students in the classroom had not received
adequate attention. Some educators experience difficulties addressing systematic destructive
behaviors in the school due to academic challenges, ineffective disciplinary programs, and a lack
of campus culture. Educational leaders have encountered difficulties addressing the challenges of
classroom disruptions, lack of respect for authority, and bullying occurring on campus and
therefore seek programs and initiatives designed to address these concerns (Díaz-Aguado Jalón
& Martínez Arias, 2013; Dicke et al., 2019; Marlow, 1996).
There are many strategies to address disruptive behaviors. Of these, PBIS incorporates
evidence-based interventions delivered through a multi-tiered continuum to improve students’
behavior (OSEP Technical Assistance Center on Positive Behavioral Interventions and Supports,
2017b). Unlike other behavioral programs that include a curriculum that educators can learn
through professional development sessions, the PBIS framework takes a critical amount of
dedication and time to be effective on campus (Horner & Monzalve-Macaya, 2018). The
prevention strategy of PBIS aims to advance the campus environment by developing an
enhanced system of protocols and procedures that target faculty actions to improve student
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behaviors (Bradshaw, Koth, et al., 2008). Researchers have stated that PBIS is an essential
framework that can change the organizational health of a school (Bradshaw, Koth, et al., 2008).
The PBIS framework encourages positive interactions between students and teachers
(Barrett et al., 2018). The framework provides a sustainable and systematic approach for teachers
to utilize within their classrooms to manage challenging behaviors (Barrett et al., 2018).
Researchers believe that there is a need for more effective behavioral practices and interventions
that support data-driven decisions and initial responses within varying levels of a campus
(Zaheer et al., 2019). Although PBIS is a practical framework that teachers can use to manage
their classroom, despite its success, not all teachers use it consistently (Kimball et al., 2017;
OSEP Technical Assistance Center on Positive Behavioral Interventions and Supports, 2017a).
Investigating the factors that influence educators’ effective implementation of PBIS will provide
essential insight to campus leadership teams on addressing this challenge with their faculty.
Statement of the Problem
One of the challenges public school educators encounter daily is disruptive student
behavior, which can be exacerbated if the teacher lacks effective classroom management
(Eisenman et al., 2015; Goodwin, 2012). The PBIS framework allows educators to utilize a
multi-tiered continuum to increase positive behavior within their classroom and school (OSEP
Technical Assistance Center on Positive Behavioral Interventions and Supports, 2017b).
However, district leaders have encountered PBIS barriers (i.e., limited administrative support,
lack of training, and inconsistent implementation on campus) that hinder the implementation of
PBIS (Pinkelman et al., 2015). In addition, researchers indicate that teachers’ experiences,
including their adolescence, impact their beliefs and implementation of classroom management
(Allen, 2010; Beauchamp & Thomas, 2009).
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The adolescent experiences of an educator should receive further investigation to
determine different areas that educational leaders can address to eliminate the challenges that
impact PBIS longevity. If the problem of sustaining PBIS continues in schools that initially
experienced success, teachers may revert to ineffective classroom management methods,
negatively impacting students’ behavioral development and academic achievement (Reinke et
al., 2018). Therefore, it is critical to investigate how the experiences of educators’ early stages of
adolescence impact their PBIS implementation so as to develop training that promotes positive
classroom management and reduces the removal of disruptive students from the classroom (Gage
et al., 2018; Pinkelman et al., 2015; Reinke et al., 2018).
Purpose of the Study
Implementing a campus initiative is greatly influenced by educators’ expertise, personal
attitudes, and individual beliefs (Borg, 2017; Buabeng-Andoh, 2012; Elder & Prochnow, 2016;
Mareš, 2018; Parsonson, 2012). Allen (2010) explained that a teacher's behavior management
practices in the classroom are learned from their experiences. The purpose of this study was to
discover, through qualitative interviews, how educators’ adolescent experiences with
behavior/classroom management and the positive and negative consequences they experienced in
school influenced their values and beliefs about classroom management and their
implementation of the PBIS framework in middle schools in Texas.
The setting of the study included current and former middle school educators from a
variety of school districts and a charter system within Texas. A small number of educators
representing various grade-level positions were selected to participate in the study using
purposive sampling and snowball sampling. The educators participated in semi-structured
interviews. The study's findings will benefit educational leaders by providing insight into what

7
areas to target to eliminate barriers that interfere with educators’ implementation of PBIS on
campus.
Significance of the Study
The outcome of this study was designed to inform campus and district leadership teams
about how educators’ adolescent experiences with behavior/classroom management and the
positive and negative consequences they experienced in school influenced their values and
beliefs related to classroom management and their buy-in of the PBIS framework. The PBIS
framework systematically addresses and prevents problematic student behaviors by enhancing
the school’s culture (Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker,
2019). As stated previously, PBIS is currently implemented throughout 47 states and has
decreased the percentage of students who receive disciplinary referrals, in-school suspensions,
and out-of-school suspensions (Bradshaw et al., 2018; Spaulding et al., 2008). Although PBIS
has proven to be successful, barriers hinder the effectiveness and long-lasting implementation of
the framework.
For PBIS to succeed, educators are pivotal components during the facilitation and
implementation process (Ohio Department of Education, 2021). Their beliefs and attitudes are
evident as they implement the framework (Cook et al., 2015). Researchers have explained that
educators’ beliefs and attitudes influence their implementation of classroom and behavior
management, but further research is needed regarding the different factors that form their
mindset (Borg, 2017; Buabeng-Andoh, 2012; Cook et al., 2015; Elder & Prochnow, 2016;
Mareš, 2018; Parsonson, 2012). For this research study, qualitative interview questions were
utilized to investigate educators’ foundational beliefs and attitudes and how they influence their
implementation of PBIS.
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The questions focused on the positive and negative experiences with classroom
management as adolescents, perceptions of PBIS barriers and supports, experiences with school
discipline as adolescents, and perceptions of how adolescent experiences influenced educators’
implementation of PBIS. The outcome of this study was designed to inform campus and district
leadership teams about how educators’ adolescent experiences with behavior/classroom
management and the positive and negative consequences they experienced in school influenced
their values and beliefs about classroom management and their buy-in of the PBIS framework.
Theoretical Framework
The utilization of the PBIS framework in schools is impacted by various factors,
including educators’ experiences (Allen, 2010). An educator’s response to student behaviors can
be influenced by the environmental, behavioral, and personal learning encountered (Bandura,
1986, 2001; Schunk, 2012b). Albert Bandura (1986) created the social cognitive theory derived
from the social learning theory. He utilized the social cognitive theory to explain that humans are
active agents that impact their setting and are impacted by their environment (Bandura, 1986,
2001; Schunk, 2012b).
Bandura (1986) asserted that the social cognitive theory emphasizes the influence of
social reinforcement (internally and externally; Bandura, 2001; Schunk, 2012b). This theory also
reflects how humans obtain and sustain behaviors while understanding the impact of the social
setting in which humans display their behavior (Bandura, 1986, 2001; Schunk, 2012b). The
theory provides insight into an individual’s past experiences and how those factors influence
their reaction to different behaviors within their environment (Bandura, 1986, 2001; Schunk,
2012b). Applying the social cognitive theory to the study increases understanding of the impact
of educators’ experiences during adolescence on their implementation of PBIS in schools.
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Research Questions
The following research question was the central component of this study.
Central Research Question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom?
RQ1: What do educators perceive as barriers and supports to PBIS implementation?
RQ2: How do educators describe their experiences with school discipline as an
adolescent?
RQ3: How do educators perceive the influence of their adolescent experiences with
school discipline on their implementation of PBIS?
Definition of Key Terms
The following terms and definitions correlate to the research presented throughout this
study.
Behaviorism. Behaviorism is a theory of learning that researchers use to study the
observable visible behaviors within animals and humans acquired based on the conditions within
their environment and do not account for unobservable behaviors (Clark, 2018).
Classroom management. Classroom management includes classroom routines,
positively stated procedures and expectations, and the physical layout of the classroom (CollierMeek et al., 2019). These components are designed to establish healthy relationships between
teachers and students and a proactive method and responsive effort for teachers to address
harmful disruptions in the classroom (Collier-Meek et al., 2019).
Disciplinary referrals. Disciplinary referrals are forms (digital or written) that educators
use to document minor and major behavioral incidents that violate the campus code of conduct
(rules and policies; Bradshaw et al., 2010). District and campus educators use data from
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disciplinary referrals to evaluate current behavioral practices and monitor behavioral concerns
(Bradshaw et al., 2010).
Individuals with disabilities act (IDEA). The IDEA is a law that requires public
education institutions to evaluate and determine children who possess a disability and provide
eligible children with related services and appropriate education (Turnbull, 2005). The IDEA
also provides legal guardians essential protections known as procedural safeguards to ensure that
they are informed about their child’s services (Turnbull, 2005).
Positive behavioral interventions and supports (PBIS). PBIS is a multi-tiered
continuum that incorporates evidence-based interventions to improve students’ behavior (OSEP
Technical Assistance Center on Positive Behavioral Interventions and Supports, 2017b). The
PBIS framework comprises multiple tiers that enhance students socially, behaviorally, and
academically (Horner & Monzalve-Macaya, 2018).
School culture. School culture is composed of different elements such as beliefs,
artifacts, values, structures, norms, and symbols from all stakeholders on campus (Reno et al.,
2017). The culture of a school continuously evolves based on daily interactions that can impact
the campus positively or negatively (Reno et al., 2017).
Social skills. Humans use social skills to interact and communicate emotionally, socially,
and logically (Morin, 2020). These skills include nonverbal and verbal communication, including
appearance, body language, and gestures (Morin, 2020).
Summary
Within Chapter 1, several pieces of critical research were identified that support the need
to investigate the impact of educators’ adolescent experiences on their beliefs and attitudes
toward implementing and sustaining PBIS on campus. PBIS is a framework comprised of several
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tiers, guided by components that address students’ emotions and academics. Those components
include (a) learned behavior, (b) teach and acknowledge, (c) prevention, (d) quality, (e) campus
support, and (f) fidelity (Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan &
Baker, 2019). The tailored framework addresses campus needs by establishing a positive school
culture and climate (Hannigan & Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker,
2019). Researchers assert that the most effective way to address a student’s inappropriate or
destructive behavior in the learning environment is to provide adequate behavioral strategies and
interventions to target the behavior (Coles et al., 2015; Collier-Meek et al., 2019; Pinkelman et
al., 2015).
A challenge that public school educators encounter daily is disruptive student behavior,
which can be exacerbated if a teacher lacks effective classroom management (Eisenman et al.,
2015; Goodwin, 2012). Although many educators utilize PBIS within their classroom
management, they still encounter barriers that hinder their implementation. Barriers can consist
of limited administrative support, lack of training, and inconsistent implementation on campus
(Pinkelman et al., 2015). However, for this study, educators’ experiences with classroom
management during adolescence and how those experiences influence their implementation of
PBIS were investigated.
Educators’ adolescent experiences should receive further investigation as PBIS barriers to
determine different areas that educational leaders can address to eliminate the challenges that
impact PBIS longevity. The purpose of the study was to discover, through qualitative interviews,
how educators’ adolescent experiences with behavior/classroom management and the positive
and negative consequences they experienced in school influenced their values and beliefs about
classroom management and their implementation of the PBIS framework in middle schools in
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Texas. Bandura’s social cognitive theory as the theoretical framework was utilized for the
research study. Incorporating the social cognitive theory into the study increases understanding
of the impact that educators’ experiences, specifically during their adolescence, have on their
implementation of PBIS on campus. Chapter 2 includes an in-depth analysis and review of the
literature that supports the most recent and current information regarding PBIS.
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Chapter 2: Literature Review
The purpose of the study was to discover, through qualitative interviews, how educators’
adolescent experiences with behavior/classroom management and the positive and negative
consequences they experienced in school influenced their values and beliefs about classroom
management and their implementation of the PBIS framework in middle schools in Texas. The
beliefs and attitudes formed during an educator’s adolescent experiences should receive further
investigation as potential PBIS barriers and may help determine different areas that educational
leaders can address to eliminate the challenges that impact PBIS longevity. A review of current
scholarly research was examined to determine the need for and significance of this research
study. The literature review included foundational theories, the originators of PBIS, federal laws,
tiers, and their benefits, assessment tools, management of the classroom, including the influence
of stress, professional development, lack of administrative support, and personal values have on
educators’ classroom management style, and the theoretical framework. Each of these
components influences the need to investigate the impact of educators’ adolescent experiences
on their implementation of PBIS.
Foundational Theories of PBIS
Behaviorism is a critical component of the PBIS framework. Behaviorism references
numerous theories that psychologists, scientists, and philosophers use to explain why animals
and humans display specific behaviors (Clark, 2018; Watson, 2017). Classical conditioning, the
law of effect, and operant conditioning are foundational theories that are evident within the
framework and require further exploration to comprehend their impact. It is critical to recognize
the influence of behaviorism through these theories to understand the foundation of PBIS.
Classical Conditioning
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Pavlov. During the early 1900s, Ivan Pavlov (as cited in Todes, 2014), a Russian
physiologist later known for his research in the field of behaviorism (specifically learning based
and scientific behavior explanation), conducted several experiments that led to the formation of
the classical conditioning theory (Clark, 2004, 2018; McLeod, 2018a). While completing his
research, Pavlov (as cited in Todes, 2014) discovered how organisms learned new behaviors
through his experiments with dogs (Clark, 2004; McLeod, 2018a, 2018c). The experiments
consisted of a dog’s salivary response that would intensify when an individual who routinely fed
the dogs would enter a room even if they did not have any food with them (Clark, 2004;
McLeod, 2018c). During this time, the focus of the research changed from the reflex response to
the influences of a wide range of stimuli within the environment (Clark, 2004; McLeod, 2018a,
2018c). It was determined that a dog’s salvia production from an unconditioned response was
different from the salvia produced from a conditioned response, revealing that these responses
were similar but not identical (Clark, 2004; McLeod, 2018a, 2018c; Todes, 2014). Overall,
Pavlov (Todes, 2014) restructured his research and began a series of studies that expanded
classical conditioning and behaviorism (Clark, 2004, 2018; McLeod, 2018a, 2018c).
Watson. Years later, John Broadus Watson (Watson & Kimble, 2017), an American
psychologist later known as the father of behaviorism, expanded Pavlov’s classical conditioning
theory by focusing on the emotions of humans (McLeod, 2020; Watson, 1948). Watson (Watson
& Kimble, 2017) believed that all behavior is linked to a stimulus response and disregarded the
influence of an organism’s internal factors (McLeod, 2020; Watson, 1948). Watson (Watson &
Kimble, 2017) conducted experiments with a baby known as Little Albert to determine how to
condition fear (McLeod, 2020; Watson, 1948). Watson (Watson & Kimble, 2017) gave Little
Albert a white rat to play with, and as soon as he touched the rat, Watson hit a hammer against a
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metal bar (McLeod, 2020; Watson, 1948). Little Albert associated the unique sound with the
white rat and would demonstrate fear of the rat by crying without the sound (McLeod, 2020;
Watson, 1948, Watson & Kimble, 2017). Through his experiments and research Watson (Watson
& Kimble, 2017) proved that a human’s emotions could be conditioned by responses (McLeod,
2020; Watson, 1948).
Foundational Elements. Classical conditioning is the process in which two stimuli (one
potent and one neutral) are paired together repetitively to create a new learned response within
an organism (McLeod, 2020; Watson, 1948, Watson & Kimble, 2017). The classical
conditioning theory includes four foundational elements: (McLeod, 2020)
•

Unconditioned stimulus (an automatic naturally occurring response)

•

Unconditioned response (an unlearned response that occurs after being linked to an
unconditioned stimulus)

•

Conditioned stimulus (an alternate response that produces the same response as an
unconditioned stimulus)

•

Conditioned response (an automated response due to training of an ordinarily neutral
stimulus)
Researchers in the field of behaviorism conducted additional experiments and discovered

a variety of complicated conditions when linking a conditioned stimulus and a response,
including but not limited to stimulus generalization, classical extinction, and forward
conditioning (Clark, 2018; McLeod, 2020; Rescorla, 2014; Watson, 1948, Watson & Kimble,
2017). These concepts derived from classical conditioning are linked to the PBIS framework.
Stimulus Generalization. Stimulus generalization is the likelihood for a new stimulus to
arouse a behavior or response related to those prompted by a different stimulus (McLeod, 2020;
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Rescorla, 2014; Watson, 1948, Watson & Kimble, 2017). For example, the PBIS framework
encourages educators and students to use positive words when interacting (Ryan & Baker, 2019).
When students experience the same conditioned stimulus from their classroom teacher and peers
(i.e., positive praise), they produce the same desired response (Kappel et al., 2012; McLeod,
2020; Rescorla, 2014; Spielman et al., 2020; Watson, 1948, Watson & Kimble, 2017).
Classical Extinction. Classical extinction is the elimination of an unconditioned stimulus
that is frequently linked to a conditioned stimulus (McLeod, 2020; Rescorla, 2014; Spielman et
al., 2020; Watson, 1948, Watson & Kimble, 2017). Classical extinction decreases the frequency
of the learned behavior associated with the paired conditioned and unconditioned stimuli until it
ceases to exist (McLeod, 2020; Rescorla, 2014; Spielman et al., 2020; Watson, 1948, Watson &
Kimble, 2017). For the PBIS framework to be successful, implementation with fidelity is
essential. When educators eliminate the reinforcement (conditioned stimulus) that they provide
to students for displaying the learned behavior aligned to the campus expectations, then students
stop displaying appropriate behavior (Kappel et al., 2012; McLeod, 2020; Rescorla, 2014;
Spielman et al., 2020; Watson, 1948, Watson & Kimble, 2017). Classical extinction greatly
decreases the effectiveness of the PBIS framework on campus.
Forward Conditioning. Forward conditioning is defined as a neutral stimulus occurring
before and during the occurrence of an unconditioned stimulus (McLeod, 2020; Rescorla, 2014;
Spielman et al., 2020; Watson, 1948, Watson & Kimble, 2017). When educators implement the
PBIS framework within their classroom, they are encouraged to provide immediate tangible and
intangible rewards to acknowledge the student’s behavior (Ryan & Baker, 2019). As time
progresses, teachers decrease the number of tangible rewards the students receive while
maintaining the intangible rewards (i.e., verbal praise) to maintain behavior aligned with campus
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expectations (Ryan & Baker, 2019). These three classical conditioning concepts are essential in
understanding how the implementation of PBIS occurs on campus (Kappel et al., 2012; McLeod,
2020; Rescorla, 2014; Spielman et al., 2020; Watson, 1948, Watson & Kimble, 2017).
Law of Effect
Thorndike. Before Watson expanded classical conditioning, Edward Lee Thorndike
(1927), an American psychologist, researched the learning theory using felines (Catania, 1999;
McLeod, 2018b). Thorndike (1927) placed hungry felines within puzzle-like boxes that included
a lever and a piece of meat located outside the puzzle box to increase the cat’s desire to escape
(Catania, 1999; McLeod, 2018b). He documented the cats’ actions, including how long it took
them to escape, and determined that their efficiency to escape the box would increase (Catania,
1999; McLeod, 2018b; Thorndike, 1927). As a result, the cats learned the specific behaviors
needed to escape the box faster (Catania, 1999; McLeod, 2018b; Thorndike, 1927). During his
experiments, Thorndike (1927) determined that an organism’s behavior could change based on a
consequence and the correlation between a stimulus and the response (Catania, 1999; McLeod,
2018b).
Thorndike (1927) used the law of effect theory to explain that an organism’s behavior
decreases when an organism experiences a negative consequence (Catania, 1999; McLeod,
2018b). However, if the organism encounters a positive consequence, it increases the likelihood
of the behavior occurring (Catania, 1999; McLeod, 2018b; Thorndike, 1927). When the linkage
between an organism’s behavior and the consequence they receive is established through
repetition and consistency, the association and reinforced response are credited for the behavior
(Catania, 1999; McLeod, 2018b; Thorndike, 1927). Thorndike (1927) determined that when an
organism experiences a consequence, a decrease in the likelihood of performing the undesirable
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behavior becomes established because of its memory of the consequence (Catania, 1999;
McLeod, 2018b).
The law of effect theory is evident within the PBIS framework. Children learn through
the positive and negative interactions they experience (Ryan & Baker, 2019). For example, when
a child sits correctly in class and the positive consequence the child receives is a sticker for
sitting correctly, the child is more likely to repeat the appropriate behavior because they desire to
experience the positive consequence. The PBIS framework is designed to increase positive
behavior by acknowledging the students when they perform the desired behavior (Ryan & Baker,
2019). Thorndike (1927) determined that the stimulus response relationship is stronger when the
organism experiences a positive consequence than a negative consequence to discourage
undesirable behavior (Catania, 1999; McLeod, 2018b). PBIS is centered on positive interactions
and discourages negative, punitive punishments (Ryan & Baker, 2019). The law of effect theory
is centered on the external interactions that impact an organism’s actions and not the
unobservable internal behaviors (Catania, 1999; McLeod, 2018b; Thorndike, 1927). The
stimulus response relationship can drastically change an organism’s behavior through the use of
consequences (Catania, 1999; McLeod, 2018b; Thorndike, 1927). The law of effect is a
foundational component of operant conditioning.
Operant Conditioning
Skinner. Decades later, Burrhus Frederic Skinner (1979), an American psychologist later
known as the father of conditioning, utilized Thorndike’s law of effect to develop operant
conditioning (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Skinner
(1979) used operant conditioning (also known as instrumental conditioning) to explain that
individuals learn to perform specific behaviors through punishments and rewards (Clark, 2018;
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Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). He conducted several experiments
that utilized food-deprived rats placed in boxes with levers that released food (Clark, 2018;
Kappel et al., 2012; McLeod, 2018d; Skinner, 1979; Spielman et al., 2020). The rats began to
associate the lever with food and immediately go to the lever once placed in the box (Clark,
2018; Kappel et al., 2012; McLeod, 2018d; Skinner, 1979; Spielman et al., 2020). Skinner
(1979) determined that positive reinforcement increased the occurrence of behavior if
accompanied by a positive response or consequence (Clark, 2018; Kappel et al., 2012; McLeod,
2018d; Spielman et al., 2020).
Skinner (1979) determined that an organism had three types of responses. A neutral
operant is a response that does not influence the chance of a specific behavior commonly
occurring (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). A reinforcer
is a response that increases the likelihood of a specific behavior normally occurring (Clark, 2018;
Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). A punisher is a response that
decreases the likelihood of a specific behavior occurring naturally (Clark, 2018; Kappel et al.,
2012; McLeod, 2018d; Spielman et al., 2020). The essential principle of operant conditioning is
that positive behavior frequently occurs if reinforced, the organism receives small amounts of
information, and if the reinforcements are comprehensive among comparable stimuli, it will
contribute to secondary conditioning (Clark, 2018; Kappel et al., 2012; McLeod, 2018d;
Spielman et al., 2020). Throughout his research, Skinner (1979) determined how the operant
conditioning process was linked to different organisms’ behavioral learning patterns (Clark,
2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Operant conditioning
describes how humans learn through punishments and reinforcers (Clark, 2018; Kappel et al.,
2012; McLeod, 2018d; Spielman et al., 2020).
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Punishments and Reinforcements. Punishments and reinforcements are critical
components of operant conditioning. Positive punishment is when a specific behavior is
accompanied by an unwanted stimulus, such as receiving a discipline referral or afterschool
detention (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Although
frequently used, research has shown that positive punishments have proven to suppress
inappropriate behaviors when the individual providing the consequence is present, but not when
that individual is not present (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al.,
2020). Punishments are also unsuccessful at creating long-lasting behavioral changes (Clark,
2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Negative punishment is when
a specific behavior is accompanied by eliminating the desired stimulus, such as removing toys
away and being placed in isolation (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman
et al., 2020).
Reinforcements are designed to increase the frequency of a specific behavior, but
punishments are designed to decrease the frequency of inappropriate behavior (Clark, 2018;
Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). These positive and negative
structures can be additive or deductive (Clark, 2018; Kappel et al., 2012; McLeod, 2018d;
Spielman et al., 2020). Negative reinforcement occurs when an unwanted stimulus is eliminated
when a specific behavior is performed, such a tapping on a voice level chart until the student’s
voice lowers to the appropriate level (Clark, 2018; Kappel et al., 2012; McLeod, 2018d;
Spielman et al., 2020). Positive reinforcement is when an individual is rewarded with a wanted
stimulus for performing a specific behavior, such as receiving a sticker, a high five, or a stamp
(Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). An individual (single)
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stimulus can be implemented to onset or offset a particular behavior (Clark, 2018; Kappel et al.,
2012; McLeod, 2018d; Spielman et al., 2020).
When punishment is paired with reinforcement, such as a positive punishment with
negative reinforcement and vice versa, it can create long-lasting behavioral changes (Clark,
2018; Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Positive reinforcement,
positive punishment, negative reinforcement, and negative punishment are consequences that can
address inappropriate behaviors (Clark, 2018; Kappel et al., 2012; McLeod, 2018d; Spielman et
al., 2020). PBIS is grounded on providing students with reinforcements and consequences aimed
to increase the occurrence of desired behaviors.
The PBIS framework encourages the use of appropriate reinforcements and consequences
designed to address problematic behavior (Clark, 2018; Kappel et al., 2012; McLeod, 2018d;
Spielman et al., 2020). PBIS requires verbal acknowledgments and tangible items to reinforce
desired behaviors while not giving significant attention to inappropriate behaviors (Clark, 2018;
Kappel et al., 2012; McLeod, 2018d; Spielman et al., 2020). Educators can utilize PBIS to
implement suitable negative punishments based on a student’s age (Clark, 2018; Kappel et al.,
2012; McLeod, 2018d; Spielman et al., 2020). For example, if a student is experiencing
difficulties using objects appropriately, removing the student’s school supplies is necessary.
Another example is when a student is not following instructions during a partner/group activity,
so it becomes necessary for the student to sit out for an appropriate amount of time. However, it
is critical for classroom teachers to simultaneously utilize punishments and rewards to
consistently increase desirable behavior (Ryan & Baker, 2019).
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The Originators of PBIS
The Office of Elementary and Secondary Education (OESE) Technical Assistance Center
and the U.S. Department of Education’s Office of Special Education Programs (OSEP) defined
PBIS as an evidence-based framework (OSEP, 2017b). However, the PBIS framework originated
from two different systems. The first system is derived from individuals who provide behavior
support to people by utilizing positive behavior supports (Stonemeier, 2016). The group of
behavior support individuals worked diligently during the 1970s and 1980s to minimize the
occurrence of inappropriate behavior (Stonemeier, 2016). Even classroom teachers utilized
applied behavior analysis methods on students by modeling positive behavior, reinforcing
appropriate behavior, and restructuring classroom systems to encourage desired behavior
(Stonemeier, 2016). Their continuous commitment to their students was to reduce disruptive
behavior and increase the quality of life for the student, their family, and their community
(Stonemeier, 2016).
The second system is derived from the research conducted by Anthony Biglan and G.
Roy Mayer (Stonemeier, 2016). Currently, Biglan is the co-director of the Promise
Neighborhood Research Consortium and senior scientist at the Oregon Research Institute. Mayer
(Stonemeier, 2016) is a special education professor at San Diego State University. During the
late 1980s, Biglan and Mayer (Stonemeier, 2016) determined that providing behavioral support
through individualized interventions proved beneficial. Although their research regarding
specific interventions proved encouraging, no systematic changes occurred for the other students
within the classroom (Stonemeier, 2016). At the time, Geoffrey T. Colvin, George Sugai,
Edward J. Kame’enui (Stonemeier, 2016), and others discussed merging an effective behavioral
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plan, exceptional classroom management, and quality classroom instruction to organize and
determine the critical components of an adequate campus.
These researchers realized the importance of socially maintaining positive interactions
between students and adults to produce a conducive learning environment or a campus culture
(Stonemeier, 2016). They recognized the need to enhance behavioral interventions, reorganize
the selection, and implement a process to identify students with behavior disorders (Stonemeier,
2016). Various systematic and objective assessments, investigative studies, and functional
demonstrations needed to occur to create effective behavioral interventions (Stonemeier, 2016).
Campus leaders must focus on students’ outcomes, the core team implementation, the decisionmaking process driven by data, quality professional development, unambiguous instruction on
social skills, campus-wide systems, research-based practices, and preventative measures
(Stonemeier, 2016). These two systems are essential components of PBIS.
During this time, Robert Horner began his research on the academics and behaviors of
students with severe disabilities and how to teach them social skills that they could apply to
various circumstances and situations (as cited in Stonemeier, 2016). He worked with Sugai on
creating the PBIS framework (Stonemeier, 2016). The results were a campus-wide approach that
centered on preventing problematic behavior by focusing on individualized and established
interventions using an efficient system to address behavioral and academic concerns (Horner et
al., 2010; Sugai & Horner, 2002, 2009).
Sugai and Horner (2002) explained that to halt the occurrence of inappropriate
schoolwide behaviors, campus educators need to create a culture that consistently taught,
supported, and modeled desired student behaviors (Horner et al., 2010; Sugai & Horner, 2009).
Faculty and staff must discuss practical approaches to utilize interventions to minimize common
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problematic behaviors throughout a campus (Horner et al., 2010; Sugai & Horner, 2002, 2009).
Afterward, a data collection system would need to be established that allowed faculty and staff to
analyze data efficiently to increase positive behavior, enhance techniques teachers can use, track
inappropriate behavior, and determine the effectiveness of the framework (Horner et al., 2010;
Sugai & Horner, 2002, 2009).
Sugai and Horner (2002) determined a range of research-based techniques that educators
could use to establish a campus culture that promoted students respecting adults and peers in
addition to maintaining positive campus wide expectations (Horner et al., 2010; Sugai & Horner,
2009). The desired behaviors that faculty/staff expect from students are the same behaviors they
need to display outside of the campus in various social settings to be productive citizens (Horner
et al., 2010; Sugai & Horner, 2002, 2009). A school should develop campus wide expectations
and introduce students to the expectations at the beginning of the school year and throughout
(Horner et al., 2010; Sugai & Horner, 2002, 2009).
Sugai and Horner (2002) realized that teaching these high expectations of displaying
appropriate behavior aids in creating an effective schoolwide culture (Horner et al., 2010; Sugai
& Horner, 2009). When implemented with fidelity, the PBIS framework can ensure that students
are aware of the behaviors they should display at school no matter the setting (i.e., cafeteria,
hallway, restroom, classroom, and gym; Horner et al., 2010; Sugai & Horner, 2002, 2009). In
addition, Sugai and Horner (2002) explained that a PBIS campus provides students with an
opportunity to receive incentives for displaying desired behaviors.
Federal Laws
As Horner, Sugai, and other researchers developed and expanded the PBIS framework;
federal laws were established to increase the use of PBIS within educational settings. The
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Individuals with Disabilities Education Act (IDEA) was initially passed as federal law by
Congress in 1975 (Office of Special Education Programs [OSEP], 2000). IDEA was enacted to
guarantee that students with a range of disabilities have access to free and appropriate public
education with other nondisabled children (OSEP, 2000). With the implementation of IDEA,
children (i.e., infants, toddlers, and teens) throughout the United States receive needed special
education, early interventions, and related services to ensure their educational success (OSEP,
2000).
In 1997, Congress amended the language within IDEA to include “positive behavioral
interventions, strategies, and supports” and “positive academic and social learning opportunities”
as a strategy to address students’ inappropriate behavior that interfered with their ability to learn
as well as their peers (Individuals with Disabilities Education Act Amendments of 1997 [IDEA
Amendments], 1997). With the update to IDEA, the University of Oregon researchers received
grant funds and established the Center on Positive Behavioral Interventions and Supports to offer
support, assistance, and guidance to campus implementing PBIS throughout the country
(Beaudette, 2014).
Tiers and Benefits
Sugai and Horner (2002) developed a PBIS framework that included several techniques
within an intervention format aimed to provide students with behavior support, an enhanced
classroom learning environment, an enriched campus culture, and an increase in students’
behavioral and academic success (Bradshaw, Koth, et al., 2008). The visionary model of PBIS
includes a multi-tiered system designed to monitor and screen students, implement prevention
practices, apply behavior analysis principles, utilize technology application, and train individuals
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to address inappropriate behaviors (Bornstein, 2015; Bradshaw, Reinke, et al., 2008; Horner &
Monzalve-Macaya, 2018).
Tier I
The multi-tiered system includes three tiers to prevent problematic student behaviors
(Bornstein, 2015; Bradshaw, Reinke, et al., 2008; Horner & Monzalve-Macaya, 2018). The first
tier consists of primary interventions that address the behaviors of all students on campus
(Bornstein, 2015; Bradshaw, Reinke, et al., 2008; Horner & Monzalve-Macaya, 2018). Primary
interventions require educators to provide explicit expectations to students (Horner & MonzalveMacaya, 2018). These expectations ensure that students know how to behave, the consequences
of misbehavior, and the positive reinforcement they will experience when behaving (Horner &
Monzalve-Macaya, 2018). Netzel and Eber (2003) revealed that the PBIS team (campus
educators) collaborates to create and establish expectations campus-wide. After creating the
expectations, Tillery et al. (2010) stated that it is the responsibility of the PBIS team to determine
how to introduce the expectation to the students (i.e., through social lessons and posters) to
ensure that all have received primary interventions.
There are numerous benefits that campuses and districts experience with the
implementation of primary interventions. Horner and Monzalve-Macaya (2018) revealed that
teachers could maintain their unique classroom management style and experience success with
tier I. According to Simonsen, Sugai, and Negron (2008), educators that implement the first tier
of PBIS with fidelity could experience higher student academic performance on assessments.
The reinforced campus expectations could reduce the amount of time that faculty and staff utilize
to address disciplinary concerns and increase students’ instructional time within the class (Tillery
et al., 2010). These benefits can positively influence a teacher’s classroom.
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Although some educators experience success with implementing primary interventions,
all types of classroom management styles may not be successful with the implementation of tier I
(Horner & Monzalve-Macaya, 2018). Some researchers do not provide a correlation between
educators’ experiences with discipline and their successful implementation of PBIS (Simonsen,
Fairbanks, et al., 2008). Using a convenience sampling method to determine the participants can
lead researchers to recklessly select educators who are biased toward the topic of study (Tillery
et al., 2010). Even though there are some limitations to researchers’ studies, the primary
interventions of PBIS have proven to be successful for many students and educators.
Tier II
The second tier of the PBIS framework consists of secondary interventions. The
secondary interventions are established for any student that does not experience behavioral
success when receiving primary interventions (Bradshaw, 2013; Horner & Monzalve-Macaya,
2018). Horner and Monzalve-Macaya (2018) explained that these students are selected after
educators collect behavioral data (i.e., disciplinary reports and observations) that signifies the
need to provide additional support. Students who require secondary intervention receive
additional monitoring regarding their behavior to ensure the proper interventions can improve
their behavioral concerns (Simonsen, Sugai, & Negron, 2008). The PBIS team and an individual
(a mentor) are responsible for monitoring tier II students (Rodriguez et al., 2015). The mentors
meet with the students, document the students’ interventions, and track their progress in
achieving their behavioral goals.
Educators may experience several benefits with the implementation of secondary
interventions. Students provided with secondary interventions become equipped with techniques
to self-monitor their behaviors (Horner & Monzalve-Macaya, 2018). Secondary interventions
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allow students an opportunity to experience internal versus external success (Simonsen, Sugai, &
Negron, 2008). These interventions can also aid students’ mental development and increase their
self-esteem (Rodriguez et al., 2015). These benefits can positively impact the culture of a
campus.
Although secondary interventions are beneficial, there is limited information available on
the factors that make the practices successful. The PBIS expectations must be in place in all
classrooms before implementing secondary interventions; however, Rodriguez et al. (2015) do
not provide information on how campuses ensure alignment of PBIS expectations from class to
class. Despite decades of research, there continues to be a debate on how teachers can influence
the implementation of secondary interventions within their classrooms (Horner & MonzalveMacaya, 2018). Overall, the secondary interventions work well with students who desire adult
attention.
Tier III
The third tier of the PBIS framework is known as tertiary interventions. Tertiary
interventions are for students who have received primary and secondary interventions and
continue to be behaviorally unsuccessful (Horner & Monzalve-Macaya, 2018). Students who
receive tertiary interventions should have a comprehensive individual behavioral plan that targets
the student’s areas of need (Simonsen, Sugai, & Negron, 2008). The tertiary level is designed to
minimize and eliminate problematic and destructive behaviors that negatively impact the
learning environment (Simonsen & Sugai, 2013).
There are many benefits that students and faculty experience with the implementation of
tier III. According to Horner and Monzalve-Macaya (2018), campuses that implement tertiary
interventions with consistency experience a reduction in the number of out-of-school

29
suspensions, in-school suspensions, and disciplinary referrals. Tertiary interventions could
decrease the amount of stress the faculty experience and increase the faculty’s efficacy when
instructing students (Simonsen, Sugai, & Negron, 2008). Implementing tertiary interventions
improves the faculty and staff’s capacity to focus on students’ academic and behavioral needs
(Simonsen & Sugai, 2013). These benefits can drastically influence the daily interactions of
educators and students on campus.
Although the researchers depicted several benefits to implementing tier III interventions,
their studies have some limitations. Higher family engagement is essential for tier III success, but
the existing research provides limited information on how campuses can increase
parental/guardian involvement (Horner & Monzalve-Macaya, 2018). Tertiary interventions can
be challenging to implement, and the types of challenges can vary greatly (Simonsen, Sugai, &
Negron, 2008). Some researchers only provided information on the impact of tertiary
interventions within an alternative setting (Simonsen & Sugai, 2013). Even though there are
some limitations in the existing studies, the numerous benefits of implementing PBIS outweigh
the weaknesses. Overall, the PBIS framework utilizes systematic tiers to proactively address
problematic behavior to ensure that students in need of behavioral strategies can be identified
and provided support.
PBIS Assessment Tools
To determine if a campus has successfully implemented the PBIS framework, educators
can utilize various assessments to determine each tier’s fidelity. A frequently used research tool
to assess PBIS at tier I is the School-Wide Evaluation Tool (SET; Cohen et al., 2007). The SET
evaluates the effectiveness of the continuous implementation of the PBIS framework on a
campus (Cohen et al., 2007; Vincent et al., 2010). The SET consists of several critical practices
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deemed not implemented, partially implemented, or fully implemented (Vincent et al., 2010).
Vincent et al. (2010) stated that these practices address multiple campus areas. In addition, the
SET requires evaluators to collect data, including instructional materials, action plans, behavioral
incident summaries/reports (expulsions, suspensions, and disciplinary referrals), a list of PBIS
committee members, district policies, and interviews of stakeholders (Cohen et al., 2007;
Vincent et al., 2010). Campuses that receive a score of 80 or above have high fidelity, and
schools that score below 80 have low fidelity (Cohen et al., 2007; Vincent et al., 2010).
After tier I, a campus can begin to implement tier II and tier III. A frequently used
assessment to determine tier II and tier III fidelity is the Individual Student Systems Evaluation
Tool (ISSET). The ISSET is a tool designed to be used with other PBIS assessments to
determine the fidelity of the targeted and rigorous interventions (Anderson, Lewis-Palmer, Todd,
et al., 2007). To conduct an ISSET, an assessor (third-party) must go to the campus to complete
the two- to three-hour assessment, including interviewing faculty/staff members, behavior
interventionists, and administrators (Anderson, Lewis-Palmer, Todd, et al., 2007). Then, the
assessor analyzes the information to calculate a score to determine the annual campus goals,
create and alter PBIS procedures, compare the current implementation year to the previous year,
measure continuing efforts, and analyze the PBIS features in practice (Anderson, Lewis-Palmer,
Todd, et al., 2007). The best way to administer this assessment is annually (Anderson, LewisPalmer, Todd, et al., 2007).
A critical instrument used to measure the outcome of PBIS on campuses that implement
one or all tiers is the School Climate Survey (SCS). The SCS is a set of consistent, brief, and
effective surveys used to determine the campus climate as perceived by students in grades 3–5
(PBIS Assessment Surveys, n.d.). The surveys are composed of various questions regarding the
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campus climate formatted with Likert-type responses, provided to students under their teachers’
supervision, and administered twice during a school year (PBIS Assessment Surveys, n.d.). A
practical assessment tool used to assess any tier is the Tiered Fidelity Inventory (TFI), which
utilizes various PBIS surveys (i.e., Team Implementation Checklist, Benchmark of Quality, and
Monitoring Advanced Tiers Tool) to determine the sustainability and implementation of each tier
(PBIS Assessment Surveys, n.d.). The results of the TFI reveal the impact in which campus
faculty and staff have implemented the essential PBIS elements cooperatively (PBIS Assessment
Surveys, n.d.).
Educational leaders use the TFI to assess if a campus should implement PBIS, determine
an implementation guide for all tiers, and assess the campus fidelity (PBIS Assessment Surveys,
n.d.). Although the TFI can assess all three tiers, it is not necessary for a campus to have all three
tiers in place to utilize the assessment (PBIS Assessment Surveys, n.d.). With these assessments,
researchers have determined several essential practices that need to be implemented for a campus
to experience the successful implementation of PBIS. Educational leaders use the TFI for various
reasons, including a preassessment, an implementation guide for all tiers, and a tool to determine
campus fidelity (PBIS Assessment Surveys, n.d.). Researchers and educators can define the
essential practices that must be implemented for a campus to enforce PBIS successfully with
these assessments.
Critical Practices
Seven critical practices were determined by researchers as they observed varying PBIS
protocols occurring on campus (Barrett et al., 2018). The first practice is acknowledging and
monitoring student expectations regarding behavior (Barrett et al., 2018). All faculty and staff on
campus must teach students the expectations continuously. The expectations are taught to
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students through weekly/monthly PBIS lessons (Barrett et al., 2018). The classroom teachers are
expected to monitor their classroom behavior to ensure it aligns with the campus expectations
(Barrett et al., 2018).
The second practice is creating a PBIS campus team, a vital component of the
implementation process within the framework (Barrett et al., 2008). The leadership team consists
of various campus stakeholders (i.e., teachers, paraprofessionals, specialists, counselors,
administrators, and community members; Barrett et al., 2008). These individuals create a campus
action plan, design, and conduct assessments annually, implement the framework systematically,
promote utilization, provide clarity of the multi-tiered system, and review and analyze students’
behavioral data at each tier (Barrett et al., 2008). Educators at PBIS campuses have stated that
the PBIS team’s effectiveness strongly influences the implementation of the framework (Barrett
et al., 2008).
The third practice is creating five or fewer expectations designed for students to abide by
in designated campus areas (Bradshaw et al., 2012). When a campus implements PBIS, it should
create three to five positively stated expectations for each location (i.e., cafeteria, hallway, gym,
and auditorium) within the school (Bradshaw et al., 2012). For example, instead of telling
students not to hit their classmates, the positive expectation would be to keep your hands, feet,
and objects to yourself. The fourth practice is to drive behavioral decisions with data (Kennedy
et al., 2009). The PBIS team members should utilize data to determine the behavioral needs of
the campus and how to combat the challenge (Kennedy et al., 2009).
The fifth practice is providing behavioral support by individuals who work at the district
level (Barrett et al., 2008). According to Barrett et al. (2008), a PBIS campus must receive
ongoing support from district personnel to ensure the PBIS framework is active. The sixth
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practice is that students receive appropriate consequences (Cregor, 2008). The faculty and staff
need to provide students with relevant corrective feedback when displaying inappropriate
behaviors (Cregor, 2008).
The seventh practice is that the faculty and staff teach students behavioral expectations
regularly (Bradshaw, Reinke, et al., 2008). The campus’s expectations are taught to students
through student and faculty demonstrations (Bradshaw, Reinke, et al., 2008). Bradshaw, Reinke,
et al. (2008) explained that these demonstrations depict students’ appropriate behavior in all
campus areas. These practices encourage students to demonstrate proper social skills; however,
these researchers did not state how teachers’ application within the classroom can influence the
successful implementation of these practices.
The Management of the Classroom
Although many practices influence the PBIS framework’s success, researchers have
found the most considerable impact on the implementation of PBIS is a teacher’s method of
classroom management (Barni et al., 2018). Classroom management is defined as an array of
strategies that educators can utilize to ensure that students are well-behaved, responsible,
productive academically, respectful, attentive, and organized (Evertson, 1994). All educators
develop a unique classroom management style determined by their personal and professional
experiences (Evertson, 1994). Several critical factors can influence a teacher’s approach or
method of classroom management and, ultimately, the implementation of PBIS.
Stress
Stress is a factor that can influence an educator’s classroom management. According to
Merriam-Webster (n.d.), stress is an emotional, chemical, and physical force that can be
overwhelming and unmanageable for an individual to cope with and originate from a person,
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environment, and circumstance. The literature reveals that educators experience a vast amount of
job-related stress within the teaching industry (Larrivee, 2012; McIntyre et al., 2017). An
educator’s stress level is influenced by many variables, including but not limited to
depersonalization, an increase in workload, a lack of resources personally and professionally,
burnout factors (e.g., physical, emotional, and mental exhaustion), private life, and lack of job
satisfaction (Larrivee, 2012; McIntyre et al., 2017). However, one critical factor influencing a
teacher’s stress level is classroom management, specifically when addressing inappropriate
classroom misbehavior and student discipline (Friedman, 2006; Larrivee, 2012; McIntyre et al.,
2017). These variables have contributed to educators experiencing the negative influence of
stress on their overall work performance (Larrivee, 2012; McIntyre et al., 2017).
Stressed classroom teachers believe that they cannot meet the needs of the teaching
profession’s ever-growing workload, increasing their dissatisfaction with the industry (Aloe et
al., 2014; Larrivee, 2012; McIntyre et al., 2017). Job dissatisfaction is a negative or unsatisfied
emotion regarding their work performance or place of work (López et al., 2010). Researchers
determined that teachers with job dissatisfaction may lack the motivation to implement effective
classroom management strategies such as PBIS and may have a low retention rate (the
percentage of teachers who return to the education industry year-after-year; Larrivee, 2012;
McIntyre et al., 2017; Perrachione et al., 2008). Overall, stress can harm an educator’s job
commitment and performance.
As stated previously, the factors that influence the relationship between classroom
management and an educator’s stress level are student demands, classroom requirements,
individual personality, lack of sufficient resources, and the appraisal process (Friedman, 2006;
Haydon et al., 2018; McCarthy et al., 2015). When an educator’s stress level increases, other
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symptoms can simultaneously appear, such as high blood pressure, headaches, depression,
anxiety, illness, and other physical and psychological pain symptoms (Richards, 2012).
Educators with substantial stress also experience feelings of inadequacy regarding achievement
within their professional career, isolation from students, and emotional exhaustion (Friedman,
2006; Haydon et al., 2018; McCarthy et al., 2015; McIntyre et al., 2017). When teachers
experience stress, it negatively impacts the educators themselves and influences their students
and their environment (Haydon et al., 2018; McCarthy et al., 2015; McIntyre et al., 2017).
A teacher’s stress level strongly influences how they manage their classroom (Haydon et
al., 2018; Friedman, 2006). Educators with heightened stress levels can implement ineffective
classroom management (Friedman, 2006; McCarthy et al., 2015; McIntyre et al., 2017).
Researchers determined that teachers with low-stress levels and high self-efficacy are less likely
to contribute to students displaying inappropriate behavior than teachers with high-stress levels
and low self-efficacy (Friedman, 2006; Haydon et al., 2018; McCarthy et al., 2015; McIntyre et
al., 2017). Teachers who manage their stress and appear less stressed are more efficient and have
better relationships with their students (Friedman, 2006; Haydon et al., 2018; McCarthy et al.,
2015; McIntyre et al., 2017). Stressed teachers are usually less prepared to engage and redirect
inappropriate classroom behaviors, which increases student misbehavior (Friedman, 2006;
Haydon et al., 2018; McCarthy et al., 2015; McIntyre et al., 2017). A teacher’s low self-efficacy
influences ineffective classroom management, which increases severe student behaviors and
creates a heightened response to stress (McCarthy et al., 2015; McIntyre et al., 2017). The
increased stress levels lead to ineffective classroom management, and inadequate classroom
management leads to increased stress levels (McCarthy et al., 2015; McIntyre et al., 2017).

36
When teachers experience a heightened level of job-related stress, they have nowhere to
escape and must maintain interaction with their students (Friedman, 2006; Haydon et al., 2018;
McCarthy et al., 2015; McIntyre et al., 2017). When educators are in this situation, they are
likely to take their stress out onto their students, which has negative consequences for everyone
involved (Friedman, 2006; Haydon et al., 2018; McCarthy et al., 2015; McIntyre et al., 2017).
Researchers have determined that students’ stress levels can increase if they observe or
encounter educators with heightened stress levels (McCarthy et al., 2015; Friedman, 2006;
Haydon et al., 2018; McIntyre et al., 2017). Also, educators’ decisions can be impaired by stress
interfering with their ability to instruct their students academically and effectively address their
misbehavior (Friedman, 2006; Haydon et al., 2018; McCarthy et al., 2015; McIntyre et al.,
2017). The ever-demanding workload and heightened stress level can hinder an educator’s
capacity to utilize effective classroom management strategies (Haydon et al., 2018; McIntyre et
al., 2017). Overall, an educator’s stress has a devastating effect on students’ behavioral and
academic performance.
Regarding stress, many educators have stated that students’ misbehavior and their
ineffective management of the classroom create stress and negatively impact their lives
(McCarthy et al., 2015; McIntyre et al., 2017). Although district or campus leaders can practice
different strategies to reduce teachers’ stress (i.e., mentorship programs, increased resources, and
administrative support), it does not eliminate the problem (Friedman, 2006; McCarthy et al.,
2015; McIntyre et al., 2017). An educator with high levels of stress can experience ineffective
classroom management as the anxiety interferes with their ability to manage their students’
behaviors (McCarthy et al., 2015; McIntyre et al., 2017; Richards, 2012). These educators can
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become resistant to implementing campus initiatives or frameworks to enhance classroom
management (Friedman, 2006; McIntyre et al., 2017).
Although some researchers have determined that high levels of stress can lead to
ineffective classroom management, others have found the correlation between stress, workload,
and inappropriate classroom behaviors to be weak and inconsistent (Haydon et al., 2018;
McCarthy et al., 2015; McIntyre et al., 2017). Stress can influence how some educators
implement classroom management strategies and techniques such as the PBIS framework, but
not all educators respond to stress in ways that impact classroom management (McIntyre et al.,
2017; Simonsen & Myers, 2014). The literature currently focuses on the present stress factors
that educators experience, but not past factors that might interfere with classroom management
and implementation of PBIS. Educators have shared that their personal and professional needs
are not met consistently, and with the influx of the Coronavirus, job-related stress has reached
unforeseen levels (Ellis, 2020). Researchers must conduct additional research to determine how
educators’ past experiences influence their stress level, classroom management, and willingness
to implement PBIS.
Professional Development
The second factor that influences a teacher’s classroom management is professional
development. Professional development consists of evidence-based training sessions designed
for individuals to learn a specific set of actions and processes to improve their attitudes,
strategies, outlook, skills, expertise, techniques, and knowledge (Darling-Hammond et al., 2017;
Desimone et al., 2002). These opportunities can occur on a campus or at a conference setting
where individuals can partake in collaborative learning (Darling-Hammond et al., 2017;
Desimone et al., 2002). Professional development is vital for the education system, and funds are
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allocated to ensure that educators have an opportunity to learn different components aligned to
their campus or district goals (Darling-Hammond et al., 2017; Desimone et al., 2002; Ward et al.,
1999).
Professional development can either positively or negatively impact an educator’s
classroom. Some professional development opportunities prove inadequate and do not provide
resources that educators can use to implement effective classroom practices (Bissonnette &
Caprino, 2015; Gore et al., 2017; Jayaram et al., 2012). These professional development
experiences may also lead an individual to implement ineffective techniques (Bissonnette &
Caprino, 2015; Gore et al., 2017; Jayaram et al., 2012). The implementation of professional
development may help or hinder a teacher’s management within the classroom.
Researchers determined that some educators who attend training designed to enhance
their capacity are not engaged or are ill-equipped after attending professional development
(Bissonnette & Caprino, 2015; Gore et al., 2017; Jones, 2013; Villegas-Reimers, 2003).
Educators can learn various classroom management techniques from district and campus training
(Allen, 2010). However, a teacher’s fidelity to classroom management can be obstructed if they
are not actively engaged in the professional development (Bissonnette & Caprino, 2015; Gore et
al., 2017; Jones, 2013; Villegas-Reimers, 2003).
Darling-Hammond et al. (2017) and Villegas-Reimers (2003) explained that educators
should have several opportunities to experience quality professional development to increase the
likelihood of gaining vital skills to implement effective strategies consistently. Researchers have
determined that educators who do not feel capable of implementing the PBIS framework are
more likely to resort to previous ineffective management techniques (Bambara et al., 2009;
Lohrmann et al., 2008). When an educator has little knowledge about utilizing a specific strategy
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(i.e., PBIS), their confidence decreases in their ability to apply it within their classroom
(Bambara et al., 2009; Jones, 2013; Lohrmann et al., 2008). Educators who lack the necessary
confidence experience difficulties performing the techniques of the PBIS framework (Bambara
et al., 2009; Jones, 2013; Lohrmann et al., 2008). The quality of professional development
greatly impacts a teacher’s confidence, proficiency, and learning.
When educators attend professional development, they are influenced by the training and
their conversations with other educators during the training (Allen, 2010; Ross & Bruce, 2007).
In addition to the training context, teachers’ interactions with each other influence the classroom
management techniques they acquire (Allen, 2010). Classes educators take at the collegiate level
while pursuing additional education influence their classroom management style (Allen, 2010).
Professional development on classroom management techniques can drastically enhance
student achievement academically and behaviorally (Hirsch et al., 2019; Reglin et al., 2012;
Simonsen et al., 2020). Professional development may provide a range of strategies to reduce the
occurrence of inappropriate behaviors (Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al.,
2020). Classroom management training emphasizes the importance of positive student
relationships to enhance the learning environment by making students feel welcomed and safe
(Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al., 2020). Educators can use these to
address classroom disruptions more effectively because a level of trust is established (Hirsch et
al., 2019; Reglin et al., 2012; Simonsen et al., 2020). A combination of professional development
techniques, a teacher’s approach, and willingness to implement new learning can create and
sustain a productive classroom (Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al., 2020).
Professional development effectively improves classroom management skills when educators are
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provided with time and have the opportunity to practice and plan how they will implement their
newly acquired strategies (Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al., 2020).
Although research has shown that professional development can improve a teacher’s
classroom management, some educators reject specific training components. When some
teachers engage in professional learning, they do so with a fixed mindset (Theriot & Tice, 2008).
This fixed mindset prevents educators from accepting training elements that do not align with
their current belief system (Theriot & Tice, 2008). Theriot and Tice (2008) conducted a study of
six middle school educators who had difficulty with classroom management and possessed
varying experience levels. The teachers applied their classroom management professional
development to strengthen their classroom instruction and improve their teaching (Theriot &
Tice, 2008). Theriot and Tice (2008) determined that educators experience difficulty finding the
appropriate balance when implementing classroom management.
Educators with skilled classroom management benefit from quality professional
development because they can decipher information to acquire the necessary techniques to
enhance classroom management (Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al., 2020).
However, educators who lack effective classroom management techniques experience greater
difficulty learning and applying newly gained knowledge during professional development
(Hirsch et al., 2019; Reglin et al., 2012; Simonsen et al., 2020). Professional development of
classroom management is most effective when it is aligned to an educator’s specific management
style because it allows them to build upon the skillset and strategies they already possess (Barni
et al., 2018; Reglin et al., 2012; Simonsen et al., 2020).
Overall, professional development influences an educator’s classroom or behavior
management style (Tschannen-Moran & McMaster, 2009). An educator’s efficacy increases as
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they partake in ongoing professional development (Ross & Bruce, 2007). In addition, PBIS
professional development can influence a teacher’s personal and professional beliefs (Ross &
Horner, 2007). Although professional development can affect an educator’s willingness and
implementation of PBIS, the researchers did not provide insight into how experiences and
training can influence the implementation of PBIS.
Administrative Support
The third factor that influences a teacher’s classroom management is administrative
support. Administrative support is an individual in campus leadership roles responsible for
overseeing disciplinary consequences, curriculum and instruction, and appraisals (Prather-Jones,
2011; Saleem et al., 2020; Tickle et al., 2011). In addition, campus administrators are tasked with
creating a comprehensive campus vision, building a collaborative and cohesive campus culture,
providing support to faculty and staff in a variety of areas, determining critical goals and plans,
and setting priorities (Balyer, 2012; Prather-Jones, 2011; Saleem et al., 2020; Tickle et al., 2011).
Depending on the campus and district, administrative support may include the principal, assistant
principals, counselors, specialists, and support staff. However, for this section, administrative
support will refer only to principal and assistant principals. These individuals are not only
necessary to operate the day-to-day campus functions but play a critical role in a teacher’s ability
to implement behavioral management within their classroom, and when there is a lack of
administrative support, the impact is devastating (Prather-Jones, 2011).
When an educator experiences a lack of administrative support, teachers are impacted in
various areas (Balyer, 2012; Prather-Jones, 2011; Saleem et al., 2020; Tickle et al., 2011).
Classroom teachers often seek out support from the administration when they encounter
disciplinary challenges that they cannot resolve (Prather-Jones, 2011; Saleem et al., 2020; Tickle
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et al., 2011). Researchers determined that teachers who do not receive consistent administrative
support are more likely to leave the education profession faster than teachers who receive
administrative support (Balyer, 2012; Saleem et al., 2020; Tickle et al., 2011). Teachers who
receive administrative support have shared that they have remained in the profession because
they are continuously encouraged and supported by their campus leadership (Saleem et al., 2020;
Tickle et al., 2011). It is essential for classroom teachers to receive administrative support,
especially during the early years of their career and when they encounter students with disruptive
and more severe behaviors (Balyer, 2012; Saleem et al., 2020; Tickle et al., 2011).
A lack of administrative support encompasses several different components to include a
lack of: (a) respect, (b) support, (c) appreciation, (d) inclusion, and (e) logical consequences
administered to students for inappropriate behavior (Prather-Jones, 2011). For teachers to seek
help, guidance, or solicit advice from administrators, they must have a positive relationship that
both parties appreciate and respect (Prather-Jones, 2011; Saleem et al., 2020). Prather-Jones
(2011) asserted that teachers believe that their administrators respected them broadly based on
how they resolved disciplinary issues, specifically their inclusion of the teacher during the
process (Prather-Jones, 2011). Respect and positive relationship are associated with
professionalism and job performance (Prather-Jones, 2011).
For example, during Prather-Jones’ study (2011), a teacher explained that they
appreciated when their administrators asked for their opinion regarding the consequences their
students should receive for inappropriate behavior (Prather-Jones, 2011). Those same
administrators also praised them for their work, listened to their concerns, and respected them
(Prather-Jones, 2011). Another educator shared that they maintained a positive relationship with
their administration because their principal would often provide verbal praise regarding their
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performance and trust the teacher’s actions and the overall department (Prather-Jones, 2011).
The principal also sought teachers’ opinions regarding the issues they were having, how they
could improve, and showed general respect by thanking them and valuing their work (PratherJones, 2011).
Another educator shared that having an administrator express their appreciation to the
teachers made them feel overwhelmingly supported (Prather-Jones, 2011). The teacher
appreciated administrators who are aware of students’ individualities, including their
performance, expressed their desire for improvement, shared positive comments with the
teachers regarding implementation, and trusted them to do their job effectively and efficiently
(Prather-Jones, 2011). Teachers must establish a positive relationship founded on trust and
respect with their administrators to be willing to solicit wisdom, insight, and support regarding
classroom management (Prather-Jones, 2011).
When teachers establish respected relationships with their administrators, they are
willing to seek behavioral management support (Prather-Jones, 2011). Educators believe that
student disciplinary challenges are a vital element of administrative support (Balyer, 2012;
Saleem et al., 2020; Tickle et al., 2011). Prather-Jones (2011) revealed that several teachers
expressed that discipline and administrative support were synonymous. One teacher defined
administrative support as principals giving consequences for students who displayed
inappropriate behaviors (Prather-Jones, 2011). If a teacher does not maintain a healthy
relationship with their administrators, they will not receive the necessary support and followthrough when classroom management does not successfully address inappropriate behaviors
(Prather-Jones, 2011).
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Administrators are the only individuals on campus and outside of the classroom that can
give consequences to severely disruptive students. Although punitive results are known to have a
short-term effect, it remains a component of a teacher’s classroom management (Horner &
Monzalve-Macaya, 2018). Teachers who experience ineffective behavioral strategies need
administrators to provide appropriate consequences to reinforce their classroom management
(Horner & Monzalve-Macaya, 2018; Ryan & Baker, 2019). A teacher’s classroom management
is heavily impacted when they have an opportunity to discuss disciplinary matters with their
administrators.
Teachers have expressed that administrative support is an essential component of their
classroom management, and this often occurs when administrators communicate with teachers
about student discipline. Educators stress the importance of partaking in consequence-related
decisions with administration (Balyer, 2012; Prather-Jones, 2011; Saleem et al., 2020; Tickle et
al., 2011). During conversations, administrators can listen to teachers’ concerns and make
suggestions on improving student behavior in the classroom to enhance the teachers’ classroom
management skills (Balyer, 2012; Prather-Jones, 2011; Saleem et al., 2020; Tickle et al., 2011).
These conversations provide teachers with the necessary support and guidance to transform their
classroom management (Prather-Jones, 2011). A teacher stated that their administrator’s trust
strengthened her classroom management when she was allowed to participate in the consequence
decision-making process. Her judgment when implementing classroom management was
reinforced (Prather-Jones, 2011).
When a campus implements an initiative, faculty and staff are more likely to implement
it because their colleagues, specifically their administration, encourage them (Galton &
MacBeath, 2008). Administrators usually use buy-in techniques to persuade the use and
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implementation of an initiative, such as the PBIS framework (Andreou et al., 2015). Educators
are more likely to utilize PBIS in conjunction with their classroom management style when
encouraged and supported by their administrators to implement the framework (Andreou et al.,
2015).
While some educators need an administrator’s persuasion to implement PBIS, other
educators do not, and some educators have expressed that PBIS is an essential component of
their classroom management. They do not need their administrators’ support or guidance to
implement the framework or improve their classroom management (Houchens et al., 2017;
McDaniel et al., 2020). These educators explained that they would have implemented the
framework with or without the support of the campus administration because of their exposure
and positive experience with PBIS (Houchens et al., 2017; McDaniel et al., 2020). Although
studies have shown that administrative support greatly influences classroom management and the
utilization of the PBIS, other studies found that not all teachers require that support (Balyer,
2012; Houchens et al., 2017; McDaniel et al., 2020; Prather-Jones, 2011). My research only
focused on the administrator’s current support. Additional research is necessary to determine if
educators’ past experiences with administrators’ support, or lack thereof, influences their current
classroom management or the inclination to use PBIS in the present or future.
Personal Values
The fourth factor that influences a teacher’s classroom management is their values.
Personal values are important ideals and necessary goals that are essential principles that guide
and motivate an individual (Barni et al., 2018; Personal Values and Beliefs, 2020). These values
stem from a wide range of sources, including colleagues, community, culture, education, family,
friends, health, industry, law, media, religion, and technology (Personal Values and Beliefs,
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2020). These sources strongly influence which values are fixed and which ones are everchanging (Personal Values and Beliefs, 2020). There are many personal values in existence that
an individual can possess; however, a large percentage of those values can be placed into 10
universal categories (Schwartz, 1992). According to Schwartz’s (1992) Theory of Basic Values,
the 10 fundamental values are:
1. achievement (successful),
2. benevolence (responsible),
3. conformity (self-discipline),
4. hedonism (self-indulgent),
5. power (authority),
6. security (social order),
7. self-direction (creative),
8. stimulation (daring),
9. tradition (devout), and
10. universalism (equality).
These personal values are prevalent, making it impossible to have a setlist of values deemed
worthy for all.
Classroom Management Styles. Barni et al.’s (2018) study revealed that the personal
values educators deem necessary correlate to their style of classroom management. A teacher’s
values can enhance their classroom management style by improving the tactics they use to
reduce inappropriate behaviors, create a productive learning environment, and establish a healthy
classroom culture (Hadar & Benish, 2019; Tal & Yinon, 2009). Their values can influence their
personality, identity, and impact their profession (Allen, 2010; Barni et al., 2018). Although
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there are various classroom management styles, there are three prevalent styles of management
(Barni et al., 2018).
The three styles of management are permissive, authoritarian, and authoritative (Barni et
al., 2018). A teacher whose classroom management style is permissive lacks engagement with
their student’s learning process and does not attempt to oversee their classroom environment
(Barni et al., 2018). Permissive teachers lack a willingness to enforce procedures, provide
expectations, and show genuine care for their students (Barni et al., 2018). Their values consist
of avoidance and evasion (Barni et al., 2018). They are least likely to implement PBIS because
they lack the desire to improve their classroom management (Barni et al., 2018). Classroom
management styles impact the implementation of PBIS.
A teacher with an authoritarian style of management is centered on discipline,
maintaining high expectations regarding respect, and believes it is essential for students to focus
solely on acquiring new knowledge (Barni et al., 2018). Educators with this style implement
strict expectations for their students to display obedience (Barni et al., 2018). These teachers
prioritize security, conformism, and tradition (Barni et al., 2018). An educator with an
authoritarian style of management is more willing to utilize PBIS than permissive teachers;
however, they will only choose components of PBIS that align with their strict expectations
(Barni et al., 2018). The personal values of a teacher influence their classroom management
styles.
A teacher with an authoritative classroom management style fosters a nurturing attitude,
displays civil actions, inquiries about student interests, implements restrictions, and inspires
students’ individuality (Barni et al., 2018). Teachers with this classroom management style
(known to be the best style for managing students’ behaviors) are influenced the most by their

48
values compared to the other management styles (Barni et al., 2018). These teachers are open,
willing to change, and focus on their students’ self-wholeness (Barni et al., 2018). They seek out
different restorative practices such as PBIS to enhance their classroom (Barni et al., 2018).
Overall, an educator’s values greatly influence their classroom management, revealing their
likelihood to utilize and implement PBIS.
Although personal values are strongly linked to an individual’s decisions, there are
instances when a person’s behavior does not align with their values (Barni et al., 2018; Personal
Values and Beliefs, 2020). Some individuals have a set of values that do not align with their
career or the decisions they make within their profession (Barni et al., 2018; Personal Values and
Beliefs, 2020). Those same individuals might strongly desire to implement their values into their
everyday lives but unsure about it (Barni et al., 2018; Personal Values and Beliefs, 2020). For
example, a permissive teacher’s personal values might not be apparent in their day-to-day
professional decision-making; however, they might be more visible in their private decisionmaking process (Barni et al., 2018; Personal Values and Beliefs, 2020).
Individuals can share the same personal values, but those values provoke different actions
and behaviors (Barni et al., 2018; Personal Values and Beliefs, 2020). For example, two
individuals can possess the personal value of trust, but one individual defines trust as telling the
truth and being honest. The other defines trust as being loyal and doing whatever it takes (Barni
et al., 2018; Personal Values and Beliefs, 2020). Each value maintains a different level of
importance, and the most important values greatly guide their everyday life decisions ranging
from identity to career (Barni et al., 2018; Personal Values and Beliefs, 2020).
Additional investigation is needed to determine how other factors, such as campus culture
and personal values, influence a teacher’s classroom management style (Barni et al., 2018).
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Barni et al. (2018), Hadar and Benish (2019), and Tal and Yinon (2009) provided limited insight
regarding how educators’ experiences formed their personal values, which influence their
decision-making process (such as the experiences of their adolescence). Many personal values,
(i.e., empathy, attitude, self-efficacy, and self-esteem) can stem from an individual’s experiences
as a youth and impact their professional decision-making process later (Oldenburg et al., 2015).
These personal values can influence their ability to effectively manage their classroom (Tamm et
al., 2019). An educator’s experience with discipline as a student influences their personal values
and actions within their classroom (Allen, 2010). Kothari and Pingle (2015) determined that an
educator’s personal experiences could negatively or positively impact their facilitation of
effective classroom management. It is vital to determine how educators’ experiences during
adolescence with behavior/classroom management and the positive and negative consequences
they experienced in school influenced their values and beliefs about classroom management and
their implementation of PBIS.
Theoretical Framework
Educators encounter students with various behaviors that can be difficult to address on
campus; however, the foundational theories of the PBIS framework explain the existence of
those behaviors. As stated previously, the PBIS framework is founded on several behaviorism
theories. The classical conditioning theory is evident within the PBIS framework as it described
how an individual learns new behaviors (Clark, 2004; McLeod, 2018a, 2018c). The law of effect
theory expanded that idea and explained the impact of positive and negative experiences on an
individual repeating a specific behavior (Catania, 1999; McLeod, 2018b). The operant
conditioning theory elaborates on how human behavior is learned and developed through
systematic punishments (negative) and rewards (positive; Clark, 2018; Kappel et al., 2012;
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McLeod, 2018d; Spielman et al., 2020). These theories explain students’ behaviors and teachers’
behaviors as well.
As teachers continue to seek out resources and methods to assist students who display
challenging behaviors, their reactions can greatly influence behavior. Emotions are a critical part
of the learning and teaching experience (Chang, 2013). Educators’ beliefs are connected to how
they emotionally react to students’ challenging behavior (Chang, 2013). There is a relationship
between educators’ actions and the experiences that influence their perceptions (Chang, 2013).
To understand the impact of educators’ emotions and their response to inappropriate student
behaviors, I utilized the social cognitive theory and qualitative interviews.
Social Learning Theory
Psychologist Bandura (1986) created the social cognitive theory to explain how
individuals’ personality, behavior, and environment influence their actions (Bandura, 2001;
Schunk, 2012b). The social cognitive theory stems from the social learning theory. The social
learning theory states that human behaviors are dependent on the experiences and relations that
an individual has and not on the conditions within their environment (Bandura & McClelland,
1977). The formation of an individual’s behavior is acquired through interactions and constantly
adjusted and adapted through observations (Bandura & McClelland, 1977). The social learning
theory is evident within the classroom when teachers and students change their behaviors as they
acquire insight into the desirable behaviors to perform (Bandura & McClelland, 1977). Bandura
(1986) began to understand the impact of an individual’s behaviors after conducting a study with
patients regarding their phobia (Bandura, 2001; Schunk, 2012b). Research shows the effect of
imitation, modeling, and learning on an individual’s actions (Bandura, 2001; Schunk, 2012b). A
person is influenced by the factor (environment, behavior, and personal) that is the greatest at a
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specific time (Bandura, 1986, 2001; Schunk, 2012b). There are five essential elements of the
social cognitive theory.
Components of Social Cognitive Theory
The social cognitive theory includes various elements; however, there are four critical
components of the theory that are referenced within the study. Observational learning describes
an individual observing someone performing an action that they repeat or reproduce (Bandura,
2008; McLeod, 2016). A person is more likely to repeat an observable action if they believe they
can experience a benefit from performing the same action (Bandura, 2008; McLeod, 2016). The
best method for an individual to adopt an observable behavior is modeling (Bandura, 2008;
McLeod, 2016). Reciprocal determinism is defined as an individual’s behavior that is impacted
by their environment and personal influences (Bandura, 1978, 1986). Reciprocal determinism is
the reaction to incentives to accomplish goals, the environment is an individual’s exterior
communal setting, and personal influences are the individual’s experiences (Bandura, 1978,
1986). Reciprocal determinism is a foundational component of the social learning theory and
social cognitive theory (Bandura, 1978, 1986).
Reinforcements, both negative and positive, can influence an individual’s external and
internal responses (Hasking et al., 2015; Stipek, 1993). Reinforcement can increase or decrease
the likelihood of behavior occurring (Hasking et al., 2015; Stipek, 1993). An individual can
experience reinforcement from their environment or initiate it themselves (Hasking et al., 2015;
Stipek, 1993). Reinforcements are most evident within a reciprocal relationship between a
person’s actions and setting (Hasking et al., 2015; Stipek, 1993). Expectations are the
consequences that individuals expect to experience based on their behaviors (Anderson, Winett,
& Wojcik, 2007; Schunk, 2012a). Through anticipation, an individual can determine what
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consequences they are likely to experience, which influences their success at demonstrating a
specific behavior (Anderson, Winett, & Wojcik, 2007; Schunk, 2012a). Most expectations can
stem from previous occurrences and experiences (Anderson, Winett, & Wojcik, 2007; Schunk,
2012a). These experiences influence an individual’s expectations and behavior (Anderson,
Winett, & Wojcik, 2007; Schunk, 2012a). Each of these components can determine a range of
behaviors that an individual will depict when encountering challenges. Bandura expanded these
elements of the social learning theory and transformed it into the social cognitive theory.
Utilizing the Theory
The social cognitive theory is a critical framework for understanding how educators’
experiences impact their decisions. Researchers explain how the social cognitive theory is
utilized to understand motivations, patterns of behavior, and emotions (Bandura, 2002;
Luszczynska & Schwarzer, 2005; Schunk, 2012a). The social cognitive theory helps us to
understand behavioral changes a person exhibits and investigate why individuals alter their
behavior, including experience and interventions (Bandura, 2002; Luszczynska & Schwarzer,
2005; Schunk, 2012a).
The essential factors that influence behavior are components within the environment and
an individual’s characteristics (Bandura, 2002; Luszczynska & Schwarzer, 2005; Schunk,
2012a). The factors within an individual’s environment can emotionally influence an individual’s
cognitive ability for decision and reasoning (Bandura, 2002; Luszczynska & Schwarzer, 2005;
Schunk, 2012a). People’s decisions result from the interactions and involvements within their
environment (Bandura, 2002; Luszczynska & Schwarzer, 2005; Schunk, 2012a). Their
interactions and involvements influence their performance, expectations, and belief, ultimately
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impacting their behavior afterward and reciprocally (Bandura, 2002; Luszczynska & Schwarzer,
2005; Schunk, 2012a).
Several researchers utilized the social cognitive theory to discover that children begin to
formulate meaning in their lives based on their experiences (McLeod, 2016; Motl, 2007; Schunk,
2012a; Schunk & DiBenedetto, 2020). As they begin to mature and acquire new knowledge, they
begin to develop different responses on how to address challenges that they encounter (McLeod,
2016; Motl, 2007; Schunk, 2012a; Schunk & DiBenedetto, 2020). When students engage in
PBIS, their behavior, academics, and overall social life is enhanced through the continuous
positive interactions throughout a campus (McLeod, 2016; Motl, 2007; Schunk, 2012a; Schunk
& DiBenedetto, 2020). An adolescent’s behavior is transformed as they gain knowledge by
observing their peers displaying appropriate classroom behaviors equipping them to make betterinformed decisions to improve their behavior (McLeod, 2016; Motl, 2007; Schunk, 2012a;
Schunk & DiBenedetto, 2020).
The unique psychological and perceptive elements of an environment can transform a
person’s behavioral representation (McLeod, 2016; Motl, 2007; Schunk, 2012a; Schunk &
DiBenedetto, 2020). A person internalizes different concepts, stories, and ideas that they
experience to determine meaning (McLeod, 2016; Motl, 2007; Schunk, 2012a; Schunk &
DiBenedetto, 2020). Through this learning, children have an opportunity to demonstrate newly
acquired behaviors that they have observed within their setting (McLeod, 2016; Motl, 2007;
Schunk, 2012a; Schunk & DiBenedetto, 2020). Researchers have used the social cognitive
theory to investigate and analyze children, adolescents, and adults’ behavior, emotions, and
experiences.
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Although there is a vast amount of documentation on the social cognitive theory, there is
limited research that depicts a correlation between an adolescent’s feelings and emotions with
their decisions (e.g., an educator’s feelings and emotions and their teaching practices; Chang,
2013; Harmsen et al., 2018). Few studies investigated the influence of emotions on education
and educators (Jennings & Greenberg, 2009). Utilizing the social cognitive theory will increase
understanding of the impact of teachers’ emotional experiences on their interactions with
students.
Current Study
The five components previously described can be observed through the participants’
experiences. The educators were surveyed and interviewed to determine how their adolescent
experiences with behavior management impacted their beliefs and attitudes when implementing
PBIS on campus. The participants completed an online survey and an interview through Zoom.
The survey and interview were conducted virtually due to the Coronavirus pandemic, also known
as COVID-19. COVID-19 is a respiratory disease that is spread when an individual who is
infected talks, sneezes, or coughs (Centers for Disease Control and Prevention, 2021). At the
time of this study, half of the population in the United States were fully vaccinated (NBC News,
2021); however, it is unknown whether the participants of this study were vaccinated. Therefore,
to ensure the safety of all participants of the research study, the survey and interview were
conducted virtually unless the participant desired otherwise. During the interviews, participants
had an opportunity to explore their emotions and gain a better understanding of the impact of
their emotions when reacting to students’ misbehavior. The emotional component of the social
cognitive theory connects to my study by offering increased understanding of how educators’
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emotions (derived from their experiences during adolescence) impact their implementation of
PBIS on campus.
Summary
Chapter 2 explored the development of PBIS, the numerous components of the
framework, the influence of classroom management, and the theoretical framework of the social
cognitive theory. Sugai and Horner (2009) founded the PBIS framework on several foundational
behaviorism theories. Pavlov developed the classical conditioning theory to explain conditioned
and unconditioned responses (as cited in Todes, 2014). Years later, Watson expanded the theory
to focus on human emotions through stimulus-response (McLeod, 2020). Pavlov and Watson’s
research led to the formation of the unconditioned stimulus, unconditioned response, conditioned
stimulus, and conditioned response (McLeod, 2020). Stimulus generalization (stimulus arouse a
similar or conditioned behavior), classical extinction (elimination of unconditioned response),
and forward conditioning (neutral stimulus occurring during an unconditioned response) are all
effective PBIS techniques within the framework (McLeod, 2020; Spielman et al., 2020).
Thorndike used the law of effect to further develop classical conditioning theory by
explaining the correlation between a stimulus and a response (Catania, 1999; McLeod, 2018b).
Skinner utilized the law of effect to construct the operant conditioning theory (previously known
as instrumental conditioning) to explain how behavior is learned through punishments and
rewards (Clark, 2018; Kappel et al., 2012; McLeod, 2018d). The PBIS framework constantly
refers to positive and negative punishments and positive and negative reinforcements to increase
desirable behavior (Clark, 2018; Kappel et al., 2012; McLeod, 2018d).
Sugai and Horner (2002) found great success introducing the PBIS framework to
educational settings after Congress passed federal laws to support the use of positive behavior
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strategies to address student behavior in a nonrestrictive environment (IDEA Amendments,
1997). The framework consisted of three tiers to address minor to major acts of disruption
(Horner & Monzalve-Macaya, 2018). With the implementation of PBIS, educators were able to
use various assessment tools such as the SET, SCS, TFI, etc., to determine the effectiveness of
PBIS at each tiered level (PBIS Assessment Surveys, n.d.). Through these assessments,
educators were able to determine critical practices that would ensure the success of PBIS (Barrett
et al., 2018).
The PBIS framework is needed within the education system to enhance the management
of the classroom. Teachers encounter numerous factors that greatly impact their ability to
manage their classrooms effectively. Those factors include stress (personal and professional),
professional development, administrative support (i.e., principals and assistant principals), and
personal values (principles of an individual), including the teacher’s style of classroom
management. These factors reveal the need for an educator’s relationship with PBIS to be
explored.
The theoretical framework best suited for understanding this relationship was the social
cognitive theory that stems from the social learning theory. Although, the social learning theory
focused on the dependence of human behaviors on relations and experiences; the social cognitive
theory is centered on how an individual’s environment, behavior, and personal experience has
the greatest influence on their actions (Bandura, 1986, 2001; Schunk, 2012a). Previous
researchers have utilized the social cognitive theory to explore how an individual’s observational
learning, reciprocal determinism, reinforcements, and expectations impact their daily decisions
(Bandura, 1986, 2008, 2010; Hasking et al., 2015; Schunk, 2012a). The theory has proven to
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help understand how adults formulate meaning based on their experiences as children (McLeod,
2016; Motl, 2007; Schunk, 2012a; Schunk & DiBenedetto, 2020).
The literature review is a comprehensive, critical summary that provides a theoretical
base for a researcher to use to conduct their study (Rowley & Slack, 2004). The review of recent
scholarly research provided an understanding of the foundational theories, federal laws,
management of the classroom, including stress, professional development, lack of administrative
support, and personal values that influence an educator’s classroom management style. More
research is necessary to understand the correlation that personal experiences have on the
implementation of PBIS. Chapter 3 includes the research method designed to investigate the
relationship between educators’ adolescent experiences and how their beliefs and attitudes
influence their implementation of PBIS.
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Chapter 3: Research Method
Chapter 3 includes the methodology for the qualitative study regarding how educators’
adolescent experiences impact their implementation of PBIS on campus. The research study
includes an investigation of the educators’ experiences during adolescence by interviewing,
exploring, and analyzing various forms of information. The methodology chapter includes the
design, method, population, setting, trustworthiness, reliability, assumption, limitations,
delimitations, data collection and analysis procedures, and ethical considerations of the study.
These components are critical to investigating the impact educators’ adolescent experiences have
on their campus decision.
Setting of the Study
The setting of the study includes school districts and a charter system within Texas that
have employees with experience implementing PBIS. The setting initially began with one district
through purposive sampling but was expanded to include additional districts and a charter system
through the snowball sampling method.
Research Design and Method
A qualitative approach was used to understand how educators’ adolescent experiences
with behavior/classroom management and the positive and negative consequences they
experience in school influenced their values and beliefs about classroom management and their
implementation of PBIS. Previous studies have emphasized the influential success that PBIS has
on enhancing a campus’ culture, improving behavioral and social interactions among students,
faculty, and staff, and increasing the students’ academic performance (Bradshaw, Koth, et al.,
2008; Lampron & Gonsoulin, 2013; Sugai & Horner, 2002; Taylor-Greene & Kartub, 2000).
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However, there is limited research available regarding the impact that educators’ experiences
have on their implementation of PBIS.
Qualitative Interview Methodology
Paul Felix Lazarsfeld (Bailey, 2014), a prominent psychologist and sociologist, is known
as the father of qualitative research. Qualitative research emerged during the 20th-century before
Lazersfield, but his work and others transformed qualitative research into what we recognize
today (Bailey, 2014). Qualitative research is defined as a researcher gathering data in the form of
interviews, surveys, questionnaires, observations, artifacts, documents, recordings, and focusgroups, to understand further the underlying meaning people have created regarding the different
phenomenon they experience (Guest et al., 2013). There are various types of qualitative research,
including historical, ethnographic, phenomenological, grounded theory, case study, and
interview (Guest et al., 2013).
As stated previously, an interview is a frequent technique utilized to gather qualitative
data. A researcher uses interviews to examine a participant’s personal beliefs and ideas regarding
their experiences to gain a greater understanding (Myers & Newman, 2007). Interviews can be
structured, unstructured, or semi-structured; the study consisted of qualitative semi-structured
interviews. Semi-structured interviews include a range of essential questions used to investigate
an idea, event, or encounter (Myers & Newman, 2007). The semi-structured interviews allow a
researcher to diverge, if necessary, when interviewing the participants to explore their responses
further (Myers & Newman, 2007). Unlike structured interviews that can be rigid at times, semistructured interviews increase a researcher’s ability to discover a participant’s overall experience
(Myers & Newman, 2007). I will use a qualitative interview approach to investigate the

60
participants’ experiences regarding classroom management and how it influences their
implementation of PBIS.
Investigating educators’ adolescent experiences requires a method that allows me to
determine the participants’ ideas and beliefs from sources of data such as interviews (Baxter &
Jack, 2010; Hancock & Algozzine, 2017). I analyzed varying forms of data to determine
essential themes that reflect the participants’ evaluated responses (Baxter & Jack, 2010; Hancock
& Algozzine, 2017). These evaluated responses are evidence of the interpretative research
conducted to investigate the participants’ perceived ideals, beliefs, and emotions within a
descriptive approach (Baxter & Jack, 2010; Hancock & Algozzine, 2017). Overall, a qualitative
interview is a practical approach to utilize when investigating how educators’ adolescent
experiences influence their values and beliefs related to classroom management and their
implementation of PBIS.
Instruments
Instruments are tools that researchers utilize to gather, measure, and assess data from the
participants within their study (Caudle, 2004). The instruments can range from surveys,
observations, interviews, experiments, etc., based on the type of study the researcher is
conducting (Caudle, 2004). Some researchers create instruments to analyze and evaluate their
data (Caudle, 2004). Kvale and Brinkmann (2009) stated that interviews provide participants an
opportunity to be intimate with their interviewer. During one-on-one interviews, some
participants are more likely to reveal their personal feelings or insight (Denscombe, 2014; Kvale
& Brinkmann, 2009). In-depth interviews that are face-to-face engagements can allow the
interviewer to use a semi-structured set of open-ended questions (Denscombe, 2014; Kvale &
Brinkmann, 2009). The survey and semi-structured instruments encompass several components
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to ensure their effectiveness. The data collected for the research study included surveys and
interview instruments.
Survey Instrument
A variety of literature was utilized to develop the questions on the survey to ensure the
participants could provide insight regarding their experience of PBIS fidelity within their
campus. To increase the validity of the survey questions, a pilot study was conducted with PBIS
committee members from a different campus outside of the participants’ districts. The survey
questions were shared through the pilot study with the PBIS committee members in order to
obtain wisdom and feedback regarding the appropriateness of the questions. These individuals
were selected based on their knowledge and experiences with PBIS.
The survey was designed to provide the participants an opportunity to express their
attitudes, perceptions, and feelings. The survey includes demographic questions (education and
level of experience) to ensure that diversity participants are selected to partake in the study. The
remaining survey questions were crafted to encourage thoughtful reflective thinking regarding
the potential participant’s experiences with PBIS within their campus and/or their classroom.
Interview Instrument
Several interview questions were developed to conduct semi-structured interviews in
order to investigate the participants’ adolescent experiences and learn how those experiences
influence their implementation of PBIS within their campus. I used a pilot study to assess the
relevance and accuracy of the questions (Denscombe, 2014; Kim, 2011; Kvale & Brinkmann,
2009). A pilot study occurred with the same group of individuals that were used to validate the
survey. These individuals provided insight and suggestions regarding the appropriateness of the
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open-ended questions. These questions can provide me an opportunity to discover attitudes,
motivations, and deep-seated issues (Denscombe, 2014; Kvale & Brinkmann, 2009).
Data Collection
Surveys
To ensure that the appropriate experiences are investigated, purposive and snowball
sampling are relevant methods to use when selecting participants. Purposive sampling is defined
as a method of consciously purposefully selecting individuals because of their awareness and
knowledge regarding the fundamentals of an experience or event (Palinkas et al., 2015). A
purposive sampling includes several practices in which the researcher uses their judgment to
determine the event, organization, and people involved (Palinkas et al., 2015). The sampling
method provides me with an opportunity to make logical, analytical, and theoretical
generalizations (Palinkas et al., 2015). The purposive sampling consisted of offering the survey
instrument to all faculty and staff within the selected campuses.
Snowball sampling is a method where participants assist with soliciting participants for a
study (Naderifar et al., 2017). Researchers often utilize snowball sampling when it is difficult to
locate individuals to partake within a study (Naderifar et al., 2017). The multistep process
requires I ask participants within the study to recruit additional potential participants through
their known associates that are possibly interested in participating within the study (Naderifar et
al., 2017). It is known as snowball sampling because as a snowball rolls, it collects additional
snow and increases in size. Similarly, the participants that partake in the study recruit other
participants and increase the participant pool (Naderifar et al., 2017). Snowball sampling was
incorporated into the study to increase the pool of participants.
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After I obtained the university's approval to conduct the study through the Institutional
Review Board (see Appendix A), I contacted the school district to begin the study. After
contacting district personnel, all faculty (paraprofessionals, teachers, support staff, specialists,
and administrators) received an email that included an introduction that briefly explained the
study (see Appendix B). After one-week, potential participants who had not responded to the
email were sent a reminder email to encourage their submission. The potential participants who
expressed interest sent an email to me indicating their desire to participate in the study.
Afterwards, I sent potential participants a letter of consent (see Appendix C) through the Hello
Sign program. The letter of consent included a brief overview of the research study, the purpose
of the study, and the requirements for their participation in the study. Once the letter of consent
was signed electronically, the potential participants received the Participant Screener Survey (see
Appendix D) through a Google Form link. Initially there were less than ten participants that
completed the Participant Screener Survey. I implemented snowball sampling to increase the
participant population pool. The setting did not change as it included educators who resided in
Texas, have currently or previously worked in an intermediate/middle school setting, and utilized
PBIS for a minimum of one-year with students.
Utilizing the Participant Screener Survey was the most effective method to determine the
participants’ outlook of PBIS. After the Participant Screener Survey was returned, the criterion
was applied to the completed surveys to determine the best participants for the study. The
criterion consisted of a maximum number of fourteen participants in various positions, including
but not limited to administration, special education, and general education. The first criterion
applied to the surveys included the highest scorers. The individuals who scored the highest on
questions 3–14 within the Participant Screener Survey were selected. I analyzed the surveys to
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ensure their demographics were not exactly the same. For example, if the demographics of seven
of the 14 surveys selected was 7 sixth-grade teachers, then the individuals who scored the highest
on the survey remained part of the study and the lowest scoring participants were removed. The
criterion was expanded to include a maximum number of fourteen individuals who scored the
highest on the Participant Screener Survey reflecting an overall positive outlook regarding PBIS.
This provided me an opportunity to increase the diversity of the participants selected. Once these
participants were identified, the selected individuals participated in the interview phase of the
study.
Interviews
The participants for the interview phase consisted of 12 educators of various grade level
and experience ranges who utilized PBIS. The small sample of educators voluntarily participated
in the study and the semi-structured virtual interview. The educators selected to participate in the
semi-structured virtual interview were provided available time slots to schedule their virtual
interviews conducted through Zoom (unless a participant stated that they desired a face-to-face
interview). I utilized the interview protocol (see Appendix E) during all interviews. To determine
the set of open-ended questions, I created an alignment table (see Appendices F and G) to ensure
the interview questions were aligned to the research questions and social cognitive theory.
Jamshed (2014) explained that semi-structured interviews involve open-ended questions
that allow the participants to share their in-depth beliefs and ideas. On average, the duration of
my semi-structured interviews lasted 30 minutes to an hour (Jamshed, 2014). The survey was
conducted virtually due to the Coronavirus pandemic, also known as COVID-19. COVID-19 is a
respiratory disease that is spread when an individual who is infected talks, sneezes, or coughs
(Centers for Disease Control and Prevention, 2021). Currently, half of the population in the
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United States have been fully vaccinated (NBC News, 2021); however, it is unknown if the
participants within this study are vaccinated. To ensure the safety of all participants in this
research study, the survey and interview were conducted virtually, unless the participant desired
a face-to-face interview.
During the Zoom session, the participants were asked questions from the interview
protocol (see Appendix E). Each interview was recorded to ensure fidelity of the participants’
responses. It was essential for the interviews to be recorded to effectively document and analyze
impromptu verbal prompts and remarks within a precise transcript (Jamshed, 2014). The data
collection period occurred over a span of five months.
After each interview, all ideas, reactions, and experiences were documented through selfreflective journaling. The process of transcribing each interview and coding each piece of data
was conducted. Reflexive journaling is an effective strategy that researchers can utilize to
identify their reflections, reactions, and personal perspective during their study (Barry &
O’Callaghan, 2008). As a researcher takes part in reflexive journaling, they must diligently
document their experiences to determine their biases, values, and emotional state (Janesick,
2007). After all of the interviews were transcribed, the participants’ reactions and member
checking were conducted in order to maintain fidelity.
Member checking is when data collected during a study (i.e., an interview, survey,
analysis) is shared with the participants to provide them an opportunity to ensure that the
information gathered from them is an accurate representation (Birt et al., 2016; Shenton, 2004).
The participants had an opportunity to ensure that the information reflects their thoughts during
the process. Once the participants shared their support or concerns about the transcript, the
necessary adjustment were made, and the data were coded to determine several themes.
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Collecting data through semi-structured interviews was critical for determining the impact of
educators’ experiences during adolescence with behavior/classroom management and the
positive and negative consequences that influenced their values, beliefs, and implementation of
PBIS.
Data Analysis
After the data collection was complete, in vivo and emotional coding were used on the
interview transcripts. Researchers use in vivo coding to determine words that multiple
participants consistently use within their interviews to identify patterns and trends (Rivas, 2012;
Saldaña, 2015). Researchers use emotional coding to label the experience or recall the
participant’s feelings concerning the experience (Rivas, 2012; Saldaña, 2015). After the coding
was complete, the data were horizontalized for analysis. Data horizontalizing requires a
researcher to identify critical statements that participants expressed through interviews/surveys
(Córdova et al., 2006). These techniques were critical for determining essential comments from
the participants.
The last technique applied was creating structural descriptions. After the statements were
placed into greater information of units or themes, I described each theme (Creswell et al., 2007;
Hays & Wood, 2011). After the theme descriptions were created, I determined the meaning of
the data in regard to the experience (Creswell et al., 2007; Hays & Wood, 2011). It was critical
that I utilize different techniques of the coding process to investigate the influence that
educators’ experiences in school and how it influenced their values and beliefs about classroom
management and their implementation of PBIS.
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Trustworthiness/Reliability
Several practices were applied during the research study to increase the trustworthiness
and reliability of the research. One practice was reflexive journaling. Reflexive journaling is a
process whereby I recorded my learning, ideas, and the perceptions in a journal for the duration
of my study (Malacrida, 2007; Shenton, 2004). Personal biases, mindsets, and preconceptions
about the study were identified and examined before interviews were conducted. After each
interview, all ideas, reactions, and experiences were thoroughly documented. The process
continued after conducting each interview, transcribing each interview, and coding each piece of
data.
Another practice applied was member checking. As stated previously, member checking
is when data collected during a study is shared with the participants providing them an
opportunity to ensure that the information reflects their thoughts during the process (Birt et al.,
2016; Shenton, 2004). After the participants shared any and all of their concerns regarding the
transcript, I began to code the data to identify the themes. These practices enhanced the analyses
and overall study and provide the reader with an opportunity to assess the interpretation and
impartiality of the research (Shenton, 2004).
Assumptions, Limitations, & Delimitations
Regarding the current study, I have three assumptions. The first assumption is that the
participants have received sufficient PBIS training before participating in the study. The second
assumption is that the participants will be truthful when answering the questions presented to
them on the survey and during their interviews. The third assumption is that if the participants
notice any inaccuracies within their interview transcripts, they will inform me. These
assumptions, I accept to be true.
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There are two limitations commonly identified when conducting qualitative research. The
first limitation is the sample size of the participants. The sample size was 12 participants, which
is considered small by some standards. To address this limitation, the participants were selected
to reflect a variety of grade-levels and experience with utilizing PBIS to increase the validity of
the research. The second limitation was communication challenges of some participants who had
difficulty articulating their ideas the way they desired. To address this limitation, several followup questions and probing questions were asked to ensure the participants had numerous
opportunities to express their opinions during virtual interviews. Acknowledging these
limitations will aid any individuals that utilize the data collected during this study.
There was one delimitation of the study in that only educators with middle school
experience were participants. This criterion was set to ensure that the study could be conducted
in a timely manner. The information I collected only represents a small portion of educators
residing in Texas. The delimitation reflects the interest of the study.
Researcher’s Role
In qualitative research, the researcher’s role is influential during the data collection and
the analysis process (Kawulich, 2005). My role within the study was an observer-as-participant.
An observer-as-participant is suitable when the study participants can identify and acknowledge
my goals as an observer (Kawulich, 2005). My interaction with the participants remained limited
to ensure that I maintained a neutral role (Kawulich, 2005). I was the principal tool for
collecting, analyzing, and coding the data used to identify patterns from the interviews. I was a
behavior interventionist and PBIS co-chair within the state where the study was conducted.
I had no prior history with the participants. I used reflective journaling after each
interview to capture feelings, ideas, and thoughts regarding the interview experience. In addition,

69
I used member checking to ensure that participants’ experiences were written accurately.
Overall, I believe my prior experience with PBIS helped me effectively analyze the impact of
PBIS.
Ethical Considerations
There were several ethical considerations throughout this research study. The
Institutional Review Board approval form (see Appendix A) was obtained from Abilene
Christian University. Then I gave the participants consent forms that provided accurate details
and procedures about the study and their role during the study. There were no immediate benefits
that the participants experienced; however, they did receive a copy of their Participant Screener
Survey (see Appendix D) to share with their PBIS committee. There were no physical risks that
the participants endured; they were only asked to complete a survey electronically and answer
questions through a Zoom interview. If any participants felt uncomfortable with a question, they
were informed that they have the right to say, “no comment,” and they would be asked the next
question in the interview protocol (see Appendix E). The participants could partake in a break
anytime during the interview. The data collected was coded to ensure that the participants’
identities and responses remained confidential, and pseudonyms were used throughout the study.
These ethical considerations ensured protection of the participants.
Summary
Chapter 3 investigated numerous components concerning the methodology. The chapter
provided the framework of the research method implemented to address the central research
question. A qualitative interview approach was used to gain an understanding of how educators’
experiences during adolescence with behavior/classroom management and how the positive and
negative consequences they experienced in school influenced their values, beliefs, and
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implementation of PBIS. The approach was best suited for gathering data, investigating themes,
and identifying patterns within the participants’ natural setting (Baxter & Jack, 2010; Hancock &
Algozzine, 2017).
The setting included districts and a charter system in Texas. Purposive and snowball
sampling was used to identify the best participants for the study. The participants included 12-15
educators who held various positions on campus and scored high on the Participant Screener
Survey (see Appendix D). The data collection consisted of surveys and interviews. The
Participant Screener Survey was used to purposefully select the participants.
After the participants were chosen, an interview protocol was used to interview the
participants via Zoom (see Appendix E). Once the interviews were completed, the initial
participants took part in snowball sampling to recruit additional participants and increase the
participant pool. Afterwards, the interviews were transcribed, and in vivo and emotional coding
was applied to the transcripts to determine themes. Practices were implemented to ensure the
data’s reliability and trustworthiness, including reflexive journaling and member checking. A
group of PBIS committee members (not part of the participant pool) evaluated the Participant
Screener Survey (see Appendix D) and the interview protocol (see Appendix E).
I acknowledged the few assumptions to be true, the limitations to address during the data
collection, and the delimitation of selecting only current and former middle-school educators to
participate in the study. As the primary researcher, my role in the study was an observer-asparticipant, limiting my interactions to ensure the study’s neutrality. A variety of ethical
considerations were in place, including an IRB, a copy of the survey, the participant’s right to
refuse any questions, and pseudonyms to protect the participants’ identity. Chapter 4 includes the
methodology discussed in chapter 3, followed by the investigation results.
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Chapter 4: Findings
The purpose of the study was to discover, through qualitative interviews, how educators’
adolescent experiences with behavior/classroom management and the positive and negative
consequences they experienced in school influenced their values and beliefs about classroom
management and their implementation of the PBIS framework in middle schools in Texas. The
beliefs and attitudes formed during educators’ adolescent experiences were investigated as
potential PBIS barriers to determine how educational leaders can address challenges impacting
the longevity of PBIS. The following central research question and research questions guided
this study:
Central Research Question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom?
RQ1: What do educators perceive as barriers and supports to PBIS implementation?
RQ2: How do educators describe their experiences with school discipline as an
adolescent?
RQ3: How do educators perceive the influence of their adolescent experiences with
school discipline on their implementation of PBIS on campus?
Chapter 4 includes a description of the participants, survey responses, the interview
process, the themes and structural descriptions, and a summary of the chapter. The description
includes the participants’ demographic information from the Participant Screener Survey (see
Appendix D), the participant’s responses regarding their beliefs of PBIS and campus
implementation. The remaining part of the chapter includes the procedural steps that I utilized,
including in vivo and emotion coding of the data, horizontalization of the codes, and the
expansion of the structural descriptions which reference the theoretical framework. The results
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will provide educational leaders with insight on what areas to target to eliminate barriers that
interfere with educators’ implementation of PBIS.
Description of the Participants
Twelve educators completed the entire participant process, including reading the
introduction email (see Appendix B), reading and electronically signing the letter of consent
through Hello Sign (see Appendix C), completing the Participant Screener Survey through a
Google Form (see Appendix D), participating in a Zoom interview, and partaking in member
checking. The study involved investigating the experiences of educators during adolescence and
how those experience influenced their values and beliefs related to classroom management and
PBIS. I utilized the qualitative interview methodology to explore the participants’ experiences
with classroom management related to PBIS. These educators were selected because their overall
positive outlook regarding PBIS was essential to addressing the research questions. The initial
participants were selected through purposive sampling. All educators who participated in the
survey were eligible for the interview phase because they all had a positive outlook on PBIS.
Following the initial interviews, I implemented snowball sampling to increase the
participant pool with individuals who met the requirements to partake in the study. The initially
recruited participants were asked to suggest colleagues they believed would be interested in
participating in the study who met the criteria. Participants either provided names or email
addresses of potential participants. I emailed the participants the introduction email (see
Appendix B) to explain the study and determine their interest. Afterward, these new participants
received the letter of consent (see Appendix C) through the Hello Sign program to sign
electronically, were assigned a unique identifier pseudonym, completed the Participant Screener
Survey (see Appendix D), and determined the best time to be interviewed.
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The participants represented three school districts and one charter system in Texas. The
participants included 16 current and former secondary/middle school educators over the age of
18 and with a minimum of one year of experience utilizing PBIS with students. A total of 16
individuals initially signed the letter of consent (see Appendix C) through the Hello Sign
program, but one did not complete the survey. Three participants did not participate in the Zoom
interview; I attempted to contact these participants, but there was no response. These
participants’ surveys remained part of the study. As stated previously, a total of 12 individuals
signed the letter of consent (see Appendix C), completed the Participant Screener Survey (see
Appendix D), were interviewed using the interview protocol (see Appendix E) and participated
in member checking.
Participant Demographics
The Participant Screener Survey (see Appendix D) was composed of three components:
demographics, beliefs regarding PBIS, and campus implementation of PBIS. The 15 participants
who completed the survey fulfilled various positions, including general education teachers,
district personnel, special education teachers, campus specialists and leaders. These individuals
had relevant experiences with implementing PBIS. The data collection process lasted five
months, and six of the participants joined the study through snowball sampling. The
demographic section of the Participant Screener Survey (see Appendix D) revealed the years of
experience the participants had with utilizing PBIS in their classroom or position. Thirteen
participants had 10 or less years of experience and the remaining participants had 11 or more
years of experience utilizing PBIS in their position (see Table 1). The demographic information
provides critical insight for the study. I determined that majority of the participants had six or
more years of experience with implementing and utilizing PBIS. When implementing PBIS, a
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critical transition takes place for the faculty and staff when addressing the behavior of students
(Cressey et al., 2014). Effective transition requires a 3–5-year commitment to ensure
implementation with fidelity (Cressey et al., 2014). Over half of the participants have exceeded
their personal 3–5-year commitment with utilizing PBIS.
Table 1
Participants’ Years of PBIS Experience
Participants’ years utilizing PBIS

f

%

0–5 years

7

46.7

6–10 years

5

33.3

11–15 years

2

13.3

15+ years

1

6.7

Note. N =15
Regarding the grade level the participants worked with during the 2020–2021 school
year, the majority of the participants selected multiple grades. Researchers explained that
educators who teach multiple grade levels have an opportunity to increases their effectiveness
when implementing classroom management (Mulryan-Kyne, 2007). These participants had an
opportunity to share their insight on the implementation process of PBIS at a variety of grade
levels. Only one participant worked with middle school students during the study but not during
the 2020–2021 school year. The participant selected other and stated that they did not work
directly with students during the 2020–2021 school year but assisted with the implementation of
PBIS (see Table 2). Although the demographics component of the Participant Screener Survey
(see Appendix D) only included two questions, each participant revealed unique components
regarding their experience, including their positions, the number of years they taught, and their
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experience with working with a diverse student population during the interview phase of the
study.
Table 2
Grade-Level Experience of Participants in 2020-2021 School Year
Grade-level during 2020–2021 school year

f

%

Sixth grade

2

13.3

Seventh grade

1

6.7

Eighth grade

1

6.7

Multiple grades

9

60

Other

1

6.7

Worked with middle school-aged students but
not during the previous school year

1

6.7

Note. N = 15
Participants Beliefs Regarding PBIS
The PBIS components of the survey included 12 questions that the participants responded
to by selecting one of the five responses on the 5-point Likert scale: 5 = strongly agree, 4 =
somewhat agree, 3 = neutral, 2 = somewhat disagree, and 1 = strongly disagree (see Table 3). I
calculated an average for each question and provided an explanation of the score. A score in the
range of 5.0–4.1 = significantly positive, 4.0–3.1= moderately positive, 3.0–2.1= indifferent, 2.0–
1.1= moderately negative, and 1.0 = significantly negative (see Table 3). The Likert scale
allowed the participants to identify their agreement level to the PBIS questions within the survey.
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Table 3
Survey Scale for Beliefs and Implementation of PBIS in a Campus
Answer

Rating

PBIS belief

Strongly Agree

5.0–4.1

Significantly Positive

Somewhat Agree

4.0–3.1

Moderately Positive

Neutral

3.0–2.1

Indifferent

Somewhat Disagree

2.0–1.1

Moderately Negative

1.0

Significantly Negative

Strongly Disagree

The scoring technique was utilized to identify which participants were eligible for the
interview phase of the study and determine the overall score regarding the participants’ belief
and implementation of PBIS (see Table 4). All 15 participants who completed the survey scored
either moderately positive or significantly positive regarding their beliefs and implementation of
PBIS. Participants 1, 10, and 14 scored moderately positive on their Participant Screener Survey
(see Appendix D). The remaining participants scored significantly positive.
After the participants’ responses were scored, it was determined that each individual who
completed the Participant Screener Survey (see Appendix D) qualified for the next phase of the
study. Although participants 1, 10, and 14 qualified for the next phase of the study, they did not
complete the Zoom interview. I repeatedly reached out to these participants to schedule an
interview; however, they never responded.
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Table 4
Results of Participant Screener Survey
Participant

Beliefs and implementation of PBIS

Participant 1

Moderately Positive

Participant 2

Significantly Positive

Participant 3

Significantly Positive

Participant 4

Significantly Positive

Participant 5

Significantly Positive

Participant 6

Significantly Positive

Participant 7

Significantly Positive

Participant 8

Significantly Positive

Participant 9

Significantly Positive

Participant 10

Moderately Positive

Participant 11

Significantly Positive

Participant 12

Significantly Positive

Participant 13

Significantly Positive

Participant 14

Moderately Positive

Participant 15

Significantly Positive

I created questions to investigate the participants’ beliefs about PBIS to determine their
overall outlook to help ensure the best participants were selected for the study (see Table 5).
Questions 3, 6, 8, 9, 11, 13, and 14 centered on participants’ individual beliefs regarding PBIS.
Question 3 stated, “I believe PBIS is an efficient instrument in encouraging appropriate student
behaviors.” All but one participant selected strongly agree or somewhat agree. The score
explanation for question 3 was significantly positive. Question 6 stated, “I believe the PBIS
framework is an effective tool for addressing student disruptions within the campus.” Thirteen
participants selected either strongly or somewhat agree with a score explanation of significantly
positive. Question 8 stated, “I believe that PBIS can increase student engagement and academic
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performance.” All participants selected strongly or somewhat agree, with a score explanation of
significantly positive.
Question 9 stated, “I believe that PBIS has a positive influence on the behavior of all
faculty/staff.” This question had three participants select strongly agree, with a score explanation
of moderately positive. Question 11 stated, “I have an overall positive outlook regarding PBIS.”
Only one participant selected neutral, with a score explanation of significantly positive. Question
13 stated, “To minimize the frequency of disciplinary issues, I use PBIS strategies.” For this
question, 73.3% of the participants selected strongly agree, with a score explanation of
significantly positive. Question 14 stated, “I believe that PBIS has enhanced my classroom
management and increased my personal satisfaction in education.” All participants selected
either strongly or somewhat agree, with a score explanation of significantly positive.
Questions 4, 5, 7, 10, and 12 centered on participants’ implementation of PBIS on
campus. I created these questions to investigate the participants’ experience with implementing
PBIS and determine their overall desire to support the campus PBIS to select the best
participants for the study. Question 4 stated, “Students are expected to follow the campus PBIS
matrices throughout all areas of the campus.” For this question, 73.3% of the participants
selected strongly agree, with a score explanation of significantly positive. Question 5 stated,
“The campus PBIS matrices are reinforced by the majority of the faculty/staff.” Five of the
participants selected either neutral or somewhat disagree, with a score explanation of moderately
positive. Question 7 stated, “PBIS impacts all students within the campus.” Fourteen of the
participants selected strongly or somewhat agree, with a score explanation of significantly
positive. Question 10 stated, “The campus environment and culture are greatly impacted by
PBIS.” Only four participants selected strongly agree, with a score explanation of moderately
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positive. Question 12 stated, “I reinforce the campus PBIS expectations by using positive
supports (verbal praise, tangible items, etc.).” Thirteen participants selected strongly agree, with
a score explanation of significantly positive. I identified the percentages of the participants who
selected each response (see Table 5).
Table 5
PBIS Survey Results
Strongly
agree
%

Somewhat
agree
%

Neutral
%

Q3. I believe PBIS is an efficient instrument in
encouraging appropriate student behaviors.

53.3

40

6.7

-

-

Q4. Students are expected to follow the campus PBIS
matrices throughout all areas of the campus.

73.3

20

6.7

-

-

Q5. The campus PBIS matrices are reinforced by
majority of the faculty/staff.

13.3

53.3

20

13.3

-

60

26.7

13.3

-

-

53.3

40

6.7

-

-

Q8. I believe that PBIS can increase student engagement
and academic performance.

60

40

-

-

-

Q9. I believe that PBIS has a positive influence on the
behavior of all faculty/staff.

20

46.7

26.7

6.7

-

Q10. The campus environment and culture are greatly
impacted by PBIS.

26.7

53.3

13.3

6.7

-

Q11. I have an overall positive outlook regarding PBIS.

60

33.3

6.7

-

-

Q12. I reinforce the campus PBIS expectations by using
positive supports (verbal praise, tangible items, etc.).

86.7

13.3

-

-

-

Q13. To minimize the frequency of disciplinary issues, I
use PBIS strategies.

73.3

20

6.7

-

-

60

40

-

-

-

Percentage of participants

Q6. I believe the PBIS framework is an effective tool for
addressing student disruptions within the campus.
Q7. PBIS impacts all students within the campus.

Q14. I believe PBIS has enhanced my classroom
management and increased my personal satisfaction in
education.

Note. N = 15

Somewhat Strongly
disagree disagree
%
%
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Data Collection With Interviews
Although 15 individuals were asked to participate in the interview phase of the study,
only 12 participants agreed and selected a time to be interviewed via Zoom using the interview
protocol (see Appendix E). I utilized Zoom during the interview phase of the study to ensure the
participants thoughts, ideas, and opinions were accurately recorded. All the participants provided
permission for their interview to be recorded via Zoom. To protect their identity, they were asked
to turn their cameras off and replace their names with their unique identifier pseudonym. I
utilized the interview protocol (see Appendix E) to conduct semi-structured interviews. None of
the interviews lasted more than 40 minutes.
After the interview, the participants were provided a transcript of the interview to review
for accuracy. The interviews were transcribed using a combination of human transcribing and
Microsoft Office 365 transcription program. The participants participated in member checking.
They had an opportunity to review their transcripts to ensure that their responses accurately
represented their thoughts and beliefs. None of the participants requested any rephrasing or
removing of statements within their transcripts. Afterward, I began the coding process.
Data Analysis
To begin the coding process, I began by applying in vivo coding to the 12 transcripts. As
stated in the previous chapter, in vivo coding is a technique used in data analysis in qualitative
research where attention is placed on the participants’ numerous words (Rivas, 2012; Saldaña,
2015). In the first round of coding, I determined keywords that the participants stated throughout
their interviews including essential statements or words (Rivas, 2012; Saldaña, 2015). To
differentiate between the in vivo codes generated by the participants and the codes I generated, I
placed the participant’s codes within quotation marks (Rivas, 2012; Saldaña, 2015). In vivo
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coding is a vital method when the researcher desires to have the participants provide meaning or
context to the data (Rivas, 2012; Saldaña, 2015).
Key terms were identified and highlighted within the participants’ transcripts during the
process. Some of the codes developed through in vivo coding included parents, respect,
environment, good-kid, and rules. After in vivo coding was applied, I began emotion coding. As
stated in the previous chapter, emotion coding requires the researcher to identify the emotions
that the participants discuss or recall during their interview (Rivas, 2012; Saldaña, 2015).
Emotion coding is a great technique to apply when investigating the experiences that are
interpersonal or intrapersonal (Rivas, 2012; Saldaña, 2015). The coding of emotions explored the
participants’ personal and professional life (Rivas, 2012; Saldaña, 2015). As with in vivo coding,
several vital terms were identified and highlighted within the participants’ transcripts. Some of
the codes developed through emotion coding included scared, anxious, afraid, friendly, and
proud.
After the coding process was completed, the next step was horizontalizing the data.
Horizontalizing the data required me to review the participants’ transcripts and identify vital
words, statements, and phrases (Córdova et al., 2006). It is a technique to determine the
participants’ critical terms by analyzing the codes determined by the participants and myself
(Córdova et al., 2006). During this process, essential words, statements, and phrases from the
participants were identified and reflected in the codes (Córdova et al., 2006). The next step
included grouping these phrases. After the critical statements were categorized, the themes
emerged and were expanded with structural descriptions. The themes provided greater insight
and linkage into the participants’ experiences with classroom management during adolescence
and as an educator.
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Structural descriptions required me to analyze the participants’ phrases, statements, and
words (Creswell et al., 2007; Hays & Wood, 2011). The structural descriptions helped link the
central research question, research questions, interview questions, and participants’ responses.
Each structural description provided extensive insight into the themes (Creswell et al., 2007;
Hays & Wood, 2011). The structural descriptions were a primary source and reflection of the
transcript data that were coded and horizontalized. During the development process of the
structural descriptions, the reflexive journal was reviewed to add any additional comments or
ideas documented within the descriptions. This completed the structural description process.
Findings
The themes derived from the participants’ interviews aligned with the research questions.
The themes developed for the study derived from codes that frequently appeared within the
participants’ transcripts. The prevalent themes within the research provided additional insight
into how the experiences from the participants explain unique facets of their lives. The themes
were external barriers for PBIS, supports for PBIS, influences during adolescence, adolescent
experiences, and PBIS. Each structural description provided greater insight into the themes, in
addition to the social cognitive theory components that are reflective within the participants
experiences.
External Barriers for PBIS
Participants mentioned external barriers that were outside of their control. Many barriers
that the participants mentioned were external. The barriers outside of the participants control
when implementing PBIS were the buy-in from other educators, time for implementation, Wi-Fi,
and students’ resistance. These external barriers for PBIS are expanded within the research.
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Buy-In From Colleagues. Several participants stressed that a considerable barrier was
the inconsistent implementation of the campus staff. Participant 2 stated that one barrier was
getting the “whole campus on the same page about what [PBIS] is for” and “using it regularly so
it becomes consistent for the students.” Participant 13 explained, “I struggle [with] getting my
teammates, you know, like partner, teachers or other teachers in the grade level or other teachers
who deal with my students to implement [PBIS] with fidelity.” These colleagues included
paraprofessionals, teachers, and administrators who did not always appear to support the
implementation process.
Time. Another external barrier was a lack of time. The participants expressed that time
was a critical hindrance when implementing PBIS. Participant 12 shared that because their
implementation process required a “timed released” it “made it harder to have “the kids buy into
it.” Their campus utilized consultants and their process required specific components of the
framework to be implemented at designated times. The consultants strategically suggested that
campuses create a timeline of when to train the administrators, plan the professional
development sessions, track the faculty and staff adoption of the program, establish a campus
store for students to utilize their points, etc. Participant 12 explained that the timing of the release
made it “really difficult because you never really get into the routine.” The participants shared
that although time was needed to learn PBIS, a barrier they experienced was the timeline to
follow when implementing specific components of PBIS.
Wi-Fi. Another external barrier included Wi-Fi. There are several programs that
campuses and districts can utilize to implement and track PBIS. Some of those programs include
Classcraft, Kickboard, and PBIS Rewards. Classcraft is a PBIS tracking program created by
educators to support staff, schools, and students’ overall behavior (Classcraft, n.d.). Kickboard
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was designed to provide educators with an effective method to implement multi-tiered support
systems and social, emotional learning to ensure a productive campus culture (Daniel et al., n.d.).
Educators can use the PBIS Rewards tracking program to determine how staff implements PBIS
and its impact on the campus culture (PBIS Rewards, n.d.). These programs have proven to be
beneficial for educators when increasing their fidelity when implementing PBIS. For PBIS to be
effective, the technology needed to be accessible on various devices at all times.
A few participants mentioned selective programs that they were excited about their
district/campus purchasing that provided them immediate accessibility to implement PBIS
frequently. Participant 5 expressed that a critical barrier was technology, “sometimes it works
and sometimes it doesn’t work.” The participants explained that at times when they would utilize
the electronic programs, they would experience difficulty with the Wi-Fi within their building.
This barrier impeded in their ability to consistently acknowledge their students’ appropriate
behavior through the designated program. Participant 5 went on to share that “when technology
works, it’s pretty good, but when it doesn’t, it’s just a hindrance.” Educators can acknowledge
students through PBIS without using technology, such as providing physical tokens or
implementing a paper tracking system to acknowledge the students’ appropriate behavior. The
participants expressed that it was difficult to recall or track which students they acknowledged.
Some participants shared that they would use candy or a token system but would
experience challenges when they could not remember who received positive reinforcements and
acknowledgments within the class or throughout the campus. Reliable Wi-Fi allowed the
participants to access electronic programs that allowed them to track the positive
acknowledgments and reinforcements they provided to the students daily. The information they
gained through an electronic program they could share with their students’ parents/guardians to
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solicit their support and guidance with their adolescences’ behavior. The lack of working
technology which referenced the Wi-Fi needed to access the electronic programs used to
implement PBIS through their computers, laptops, and phones proved to be barriers for the
participants when implementing PBIS.
Student Resistance. Although PBIS is intended to support students, participants shared
that the students themselves were sometimes an obstacle. A few participants explained that some
students resisted PBIS and showed a lack of interest or did not respond to the implementation
process. Participant 15 shared that “resistance from the kid, them not wanting to be told what to
do” was a critical barrier they experienced. It was important for the students to be incentivized
by external motivations including redeeming their points, tokens, campus cash, or through
internal motivation including their desire to behave appropriately. All barriers were outside the
immediate control of the participants.
Supports for PBIS
The participants mentioned a variety of supports that proved to be beneficial to them
during the implementation process. Many of the supports referenced were external. The supports
that the participants received when implementing PBIS was the training and ongoing support,
staff enthusiasm, and the digital programs. These supports for PBIS are discussed in further
detail within the research.
Training and Ongoing Support. Training and ongoing support were a considerable
influence in supporting the implementation of PBIS. Participant 2 shared that at their campus
“we had trainings” that provided significant support. Participant 9 attended an official PBIS
training outside of their district and participant 13 stated, “I have had a lot of professional
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learning” [in regard to PBIS] that proved to be supportive. The participants shared that when
they were provided quality training, they were equipped to implement effective PBIS.
Ongoing support from consultants and district personnel proved critical. Participants
explained that it was significant when consultants and district personnel provided insight or
support regarding implementation. Participant 7 shared that they “had consultants that would
come to the school” along with “help from the district level.” They stated that if they “had a
challenging situation” district personnel “would come out and they would help.” After the initial
training, these consultants would ensure they were utilizing PBIS effectively.
Staff Enthusiasm. When the campus faculty and staff were excited about implementing
PBIS, it greatly benefited the campus. Participant 6 revealed during their interview, that the
“enthusiasm from the administrative staff made [PBIS] something that you would want to do.”
Staff who did not initially buy-in to the framework were more willing to implement PBIS when
their colleagues’ enthusiasm showed. The participants expressed that their colleagues and
supervisors’ belief and eagerness to utilize the framework shaped their initial outlook of PBIS.
Digital Programs. When the digital program of PBIS could be accessible to educators
via phone, it significantly improved their ability to acknowledge the desired behavior from the
students. Participant 5 shared that “one thing that we did [that] work was we were able to put it
on our phones.” Their campus utilized a computer tracking program where they could track the
progress and implementation of PBIS. Participant 5 stated that they “found that when we were
able to do that [on their phone] we could go throughout the day and actually put it in the point
system for those students, which made it a little bit easier than just going to actual laptop or
computer.” The participants greatly appreciated when their district/campus utilized funds to
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purchase these electronic programs that were accessible through their phones. The themes reflect
what educators perceive as supports when implementing PBIS.
Evidence of the Social Cognitive Theory
The reinforcement component of the social cognitive theory was evident through the
barriers and supports that the participants experienced. Reinforcements, both negative and
positive, can influence an individual’s external and internal response (Hasking et al., 2015;
Stipek, 1993). The barriers that the participants encountered can be viewed as possible negative
reinforcers. Participant 2 stated that a barrier they experience was getting the “whole campus on
the same page” when it came to implementing PBIS. Participant 9 shared that “it’s a lot harder
[to provide] positive reinforcements.” Although the participants did not mention being
discouraged, it is possible that if they continue to experience difficulty when implementing PBIS
they might be less likely to utilize the framework with fidelity.
The supports that the participants experienced regarding their implementation of PBIS
were positive reinforcements. A reinforcement can increase or decrease the likelihood of the
behavior occurring (Hasking et al., 2015; Stipek, 1993). The participants mentioned several
positive supports they received when implementing PBIS. Participant 4 stated that they received
“a lot of support from our supervisors” when implementing PBIS. Participant 13 explained that
they “have had a lot of professional learning” in regard to PBIS that proved to be supportive.
These positive experiences influenced the participants utilization of the PBIS framework.
Influences During Adolescence
The influences during adolescence derive from a variety of sources. Participants recalled
memories during adolescence that influenced their behavior and experiences. All participants
were well-behaved, with a few instances where the participants received a disciplinary action
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(i.e., a parent phone call or disciplinary referral). The influences that shaped the participants’
overall behavior during adolescence included the expectations and approval from adults,
experiencing positive acknowledgements, observing positive acknowledgments, experiencing
school discipline and observing school discipline.
Expectations and Approval From Adults. Many participants stated that a driving force
behind their behavior was the expectations and approval from adults in their life, specifically,
their parents’ guidance and expectations. Participant 2 “knew the expectations” of their parents.
Participant 4 had “strict parents at home” and that “whatever happened at school [they] would
get twice as much at home.” Participant 12 greatly feared their parents and what would occur if
they were disobedient. They respected and feared their parents greatly and did not want to
disappoint them.
The participants shared that they sought approval from teachers and administrators when
in school. The participants explained that as well-behaved adolescences, they desired to please
their teachers. Participant 6 stated, “I was also a teacher pleaser, so I did my best to make my
teachers happy.” Many participants mentioned they strongly disliked the idea of going to the
administrator’s office to receive a negative consequence. Participant 13 remembered “going to
the office one time and it was to get a birthday pencil and I was scared to death” with the thought
of having to go to the administrator’s office. All the participants mentioned that their parents,
teachers, or administrators steered them away from committing a serious offense that would have
led the participants to receive a severe consequence such as suspension and expulsion.
Experiencing Positive Acknowledgements. The participants explained the positive
acknowledgements they experienced during adolescence, specifically, receiving positive
supports. The participants recalled various memories when they received positive support during
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adolescence. Participant 2 stated, “Sometimes you didn’t get the same attention as the kids who
needed the attention and so it was nice to get those moments of confirmation that you were doing
the right thing.” They remembered hearing positive phrases from their teachers, and some
believed that it impacted their short-term and long-term behavior.
Once they initially received a tangible reward or verbal praise for a particular action,
most participants did not expect to receive it moving forward. Participant 4 did not expect to
receive positive supports. Some participants shared that they were extrinsically motivated, while
others shared that they were intrinsically motivated. Participant 3 stated, “I was more
intrinsically motivated.” The participants appreciated receiving positive supports and that it
influenced their future behavior rather consciously or subconsciously.
Observing Positive Acknowledgements. The participants revealed the positive
acknowledgements they witnessed during adolescence, specifically observing positive supports.
The participants’ memories regarding observing their peers receiving positive supports were
limited. Participant 2 stated, “I honestly do not” recall witnessing their peers receive positive
supports. A few participants shared that they only recalled their peers receiving supports in
classrooms where their teacher consistently provided an adequate amount of verbal praise and
tangible items. Participant 7 described a teacher who consistently provided positive
reinforcements, stating this teacher “treated everyone the same and gave everybody those
positive comments, across the board.”
A few participants shared that they could easily recall their peers receiving certificates for
academic achievements. Participant 5 discussed their peers “getting blue ribbons for doing well
when you did a writing assignment.” Some participants were aware that the positive supports
impacted their short-term behavior. However, they were unsure how it correlated to affecting
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their long-term behavior. Participant 2 stated that it impacted their short-term and long-term
behavior “because I continued to have good behavior, but I don’t know if those things weren’t
there if my behavior would have been negative.” Few participants had no recollection of
experiencing or witnessing positive supports during adolescence. These influences provided an
overall outlook regarding what the participants experienced and observed.
Experiencing School Discipline. The participants shared the school discipline they
experienced during adolescence, particularly the negative consequences they received. The
participants had vivid memories of experiencing negative consequences during adolescence.
Although the participants mentioned being well-behaved during adolescence, they vividly
recalled instances when they received a negative consequence (i.e., a parent phone call,
disciplinary referral, or being sent to the administrator’s office). Participant 2 said, “I honestly
can only remember one time that happened and that was a very negative experience for me, but it
caused me to change my behavior.” Many participants expected to receive those negative
consequences based on their offense and mentioned that they did expect to receive those negative
consequences. Participant 9 revealed, “I expected to receive negative consequences.” Some
participants recalled it impacting their short-term or long-term behavior. Participant 7 stated that
receiving a negative consequence “did change my short-term behavior because I’m a people
pleaser.” The participants believed receiving a negative consequence from their teacher,
administrators, and parents discouraged them from committing another negative offense.
Observing School Discipline. The participants shared the school discipline they
witnessed during adolescence, specifically observing negative consequences. The participants
explained that they witnessed their teachers providing negative consequences to their peers.
Their experiences included their teachers asking their peers to leave the classroom or sending
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them to the administrators’ office. Participant 5 remembered, “Certain students would have to go
to the office because of some of the things that they did.” Observing others being disciplined
influenced short-term and long-term behavior for some of their peers. Participant 8 shared that
when their peers received a negative consequence it impacted “most of them.” However, some of
their peer’s behavior continued to be defiant despite the teachers providing negative
consequences such as being asked to leave the classroom or being sent to the administrator’s
office. “Sometimes the same kids who got in trouble seem to do so throughout school.” One
participant remembered that for some of their peers, receiving a negative consequence “made it
worse, some it made no impact at all.” Participant 8 believed that a few of their peers “didn’t
take a personal responsibility, they would blame somebody else.” The participants’ experience
with observing negative consequences was easy for the participants to recall compared to
observing the positive experiences.
Evidence of the Social Cognitive Theory
The observational learning, reciprocal determinism, reinforcement, and the expectation
components of the social cognitive theory was apparent through the expectations and approval
from adults, positive acknowledgements, and school discipline the participants experienced.
Observational learning describes an individual observing someone performing an action that they
repeat or reproduce (Bandura, 2008; McLeod, 2016). The participants had numerous
opportunities to observe their peers receiving positive reinforcements and negative consequences
from the adults in their lives. Researchers stated that a person is more likely to repeat an
observable action if they believe they can experience a benefit for performing the same action
(Bandura, 2008; McLeod, 2016). Although a few participants could share if it impacted their
peers’ short-term or long-term behavior, none explicitly stated that watching their peers receive
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positive supports or negative consequences influenced their own behavior. Parents, teachers, and
administrators heavily influenced the participants’ behavior. As participant 2 stated, they “knew
the expectations” of their parents and greatly feared their guardians and what would occur if they
were disobedient. Their home environment influenced their behavior at school.
Reciprocal determinism is defined as an individual’s behavior is impacted by their
environment and personal influences (Bandura, 1978, 1986). The participants shared numerous
experiences in which their environment influenced their experiences with school discipline
during adolescence. Reciprocal determinism is the reaction to incentives to accomplish goals, the
environment is an individual’s exterior communal setting, and personal influences are the
individual’s experiences (Bandura, 1978, 1986). The participants explained they had “strict
parents at home” and that “whatever happened at school [they] would get twice as much at
home.” When growing up “their community [was] involved, so neighbors will call my mom”
when needed.
Reinforcements were evident within the participants’ experiences. Reinforcements can be
both negative and positive and can greatly influence an individual’s external and internal
response (Hasking et al., 2015; Stipek, 1993). The positive supports the participants’ received
during adolescence are reflective of positive reinforcements. One participant “loved those type of
things [positive supports], especially being a good kid.” They “always responded better to
[positive reinforcements] than anything else.” They revealed the negative consequences they
received during adolescence that reflect negative reinforcements. They “honestly can only
remember one time” receiving a negative consequence, but the “very negative experience”
“caused me to change my behavior.” “The two times” they received a negative consequence they
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“felt really guilty” afterwards and changed their behavior. The positive and negative
reinforcements the participants experienced influenced their short-term and long-term behavior.
Expectations are the consequences that an individual expect to experience based on their
behavior (Anderson, Winett, & Wojcik, 2007; Schunk, 2012a). Some participants explained their
varying experiences with receiving positive consequences and their expectations of those
consequences. Participants 4 and 5 received positive acknowledgements during adolescence, but
they did not expect to receive the positive reinforcements for their behavior. Participant 8 said, “I
knew if I do good then yes” to expecting to receiving positive reinforcements. Expectations are
the consequences that an individual expects to experience based on their behavior (Anderson,
Winett, & Wojcik, 2007; Schunk, 2012a). The participants reflected on their adolescence and
shared their experiences with receiving negative consequences. Participant 7 expected to receive
their negative consequences and when they did it made them “feel really bad” which led them to
“immediately stop” the inappropriate behavior. Participant 6 recalled when they experienced a
negative consequence at school they expected to receive “long lectures from mom and dad.”
Their consequence discouraged them from committing that same offense because they “didn’t
want that feeling again.” Through anticipation, an individual can determine what consequences
they are likely to experience, which influences their success at demonstrating a specific behavior
(Anderson, Winett, & Wojcik, 2007; Schunk, 2012a). Many participants expected to receive the
negative consequences for their actions compared to the positive consequences.
Adolescent Experiences and PBIS
The correlation between the adolescent experiences and PBIS implementation is great
and vast. During the interview phase of the study, the participants shared numerous positive
supports and negative consequences as an educator. The adolescent experiences and PBIS were
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shaped by tangible and verbal praise, negative consequences, experience, and classroom
management. The memories recalled by participants provided greater insight regarding the
impact of their experiences on their decisions as an educator.
Tangible and Verbal Praise. The participants recalled giving tangible and verbal praise
as an educator. The participants expressed utilizing positive supports in their professional role.
Those positive supports included tokens, the campus currency system (points or cash), candy,
numerous tangible items, and verbal praise and acknowledgments. A participant discussed the
“token store setup so whatever students would do things; you know when they did good things,
they would get points and stuff.” Their students needed “to have something tangible in their
hands to know that they’re doing well or receive a positive phone call or receive an award.”
Participant 7 used a variety of positive supports, “in the class all the time.” Participant 11 kept
“small pieces of candy around just to reward the behavior.”
Several participants explained that they had a positive experience with distributing
positive supports. Participant 2 shared that providing positive supports “became a great tool for
me to motivate those kids who needed it.” They believed positive supports impacted their
students’ short-term and long-term behavior, although a few participants thought it did not
significantly affect their future or long-term behavior. Participant 5 believed positive supports
only impacted their “short-term” behavior. Participant 13 believed it impacted their short-term
and long-term behavior, sharing it is “really beautiful to see kids who have struggled in the past
and you hear they’re coming to you and you’re, you know, watch out for this kid or that kid and
you get them with you and you have a great experience with them” regarding behavior. Many
participants valued and enjoyed providing positive supports to their students. They witnessed
their students’ reactions and built meaningful relationships that they believed increased their
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positive behavior. The positive supports as an educator significantly impacted classroom
management and PBIS.
Negative Consequences. The participants explained the negative consequences they
gave as educators. Many participants viewed negative consequences as a last resort or not at all.
Participant 7 shared that they “never wrote any referrals and I never took anything away from a
kid unless the parents said [so].” They only needed to be used for specific offenses where the
campus expectations require a disciplinary referral. Participant 9 revealed that when they gave a
negative consequence such as a referral, “Sometimes it hits and it finally works, but a lot of the
time it just seems [to] escalates and escalates and it never does quite improve.” The participants
preferred not to utilize negative consequences. Participant 3 said, “I don’t think that it’s
effective” to utilize negative consequences. According to participants, some students experienced
a negative consequence and did not repeat the negative offense, which reflected a change in their
short-term and long-term behavior. However, the students who frequently experienced a negative
consequence did not change, and their short-term and long-term behavior continued. Participant
4 stated, “A little more than half would change their behavior short term, and then you know we
wouldn’t see them for a few weeks or whatever and then we start seeing the same behaviors.”
Overall, the participants shared negative consequences work for some students but not for all.
Some participants expressed those negative consequences did not need to be implemented at all
times.
Experiences and Classroom Management. A link between experiences and classroom
management style was apparent from the experiences detailed by the participants. This included
the adult or educator the participants encountered during adolescence and their relationship with
those encounters and their experiences. All the participants revealed an educator or adult they
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encountered that influenced their classroom management style; however, not all of these
experiences occurred during adolescence. Two participants explained that their parents
influenced their style of classroom management. Participant 2 shared that they “mimicked what I
saw my parents do” in regard to classroom management.
The remaining participants mentioned teachers, but some of the teachers they
encountered prior to or after adolescence (age 10-17), either at a younger age or during the early
years of their professional educational career. Participant 7 remembered that their middle school
teacher “always connected with everybody” and they heavily influenced their classroom
management style. Participant 9 referenced their high school “English and Algebra teachers”
influenced their classroom management. Participant 15 stated that their “Chemistry teacher”
impacted their classroom management. During their careers, the educators the participants
encountered included college professors, colleagues, and principals who influence their style of
classroom management. Participant 5 had a principal who influenced their style of classroom
management. Participant 13 stated that the “influences in my college time and other educators in
my early career” impacted their classroom management and PBIS implementation. Ten
participants explained that these individuals influenced their outlook of classroom management
and their implementation of PBIS.
Some participants expressed that it would have been more challenging to provide quality
classroom management to their students without becoming overwhelmed had they not had those
experiences. Participant 11 revealed that they would have someone “cover your class for a few
minutes so you could go and observe a teacher.” Observing “competent teachers” increased their
longevity in public education. Participant 15 stated, “I feel like I wouldn’t know how to be a
teacher” if it had not been for the significant encounters during adolescence. Nine participants
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believe there was a correlation or relationship between the adolescent experiences they
mentioned during their interviews and their implementation of PBIS. They shared that their
experience shaped how they approach and address their students when utilizing PBIS. Participant
2 stated, “every time I go to a training and they’re like think back to that great teacher you had or
think back to those great moments you had that really influenced me as a teacher of trying to
make sure that kids liked coming to my class that they enjoyed.” They went on to elaborate that
their “goal was that they [their students] were going to love our classroom and feel encouraged
and supported.”
Although most of the experiences that the participants referenced were positive, a few
participants did share that the negative experiences with their teachers during adolescence
influenced how they utilize PBIS. Participant 12 shared that they “had experienced a decent
amount of trauma from all of my teachers, it’s like I was invisible.” Two participants explained
that they believe there is an unconscious link between their experiences and their implementation
of PBIS. Participant 8 shared that had they not had those experiences with those critical
educators they would have still been an educator “but I [would not] be as effective as I am right
now.” Participant 11 stated that “There’s definitely correlation” between the adolescence
experiences and their implementation of PBIS and classroom management. Each participant’s
experiences contributed significantly to developing the themes and providing a structural
description for this study.
Evidence of the Social Cognitive Theory
Reciprocal determinism and reinforcements are reflected within the unique experiences
the participants shared and its link to classroom management. Reciprocal determinism is the
effect on an individual’s behavior by their environment and personal influences (Bandura, 1978,
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1986). The participants elaborated on different experiences in which their environment and
adolescent experiences with school discipline influence their implementation of PBIS.
Participant 6 stated, “I remember the really positive teachers, I remember that the handful of
teachers who just really you could tell enjoyed what they did,” and these positive teachers’
classrooms influenced their classroom management and PBIS implementation. Participant 13
shared, “those influences in my college time” that environment greatly impacted their “early
career.” Many participants revealed during their interviews that either their personal or
professional environment influenced their implementation of classroom management and PBIS.
An individual can experience reinforcements from their environment (Hasking et al., 2015;
Stipek, 1993).
The participants elaborated on the positive and negative reinforcements they provided to
their students and their impact on their short-term and long-term behavior. Participant 8 revealed
that they believe positive supports “increases the students’ engagement in the classroom and it
also helps with the social and emotional [wellbeing].” Participant 13 explained that positive
reinforcements “usually covers you know 90% of your students.” Participant 3 explained that
they have seen negative consequences have an “impact on kids” when “it’s done quickly and
handled, and it’s linked to their behavior” and stated that they do not believe some negative
consequences are “effective.” Participant 6 said, “It really depends on the kids” if the negative
reinforcements influence the participants’ short-term or long-term behavior. Overall
reinforcements are most evident within a reciprocal relationship between a person’s actions and
setting, which is evident within the participants’ classroom and their relationship with their
students (Hasking et al., 2015; Stipek, 1993).
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Summary
Chapter 4 included a description of the participants, survey responses, the interview
process, the themes, expansion of structural descriptions, and a summary of the chapter. The
purpose of the study was to discover, through qualitative interviews, how educators’ adolescent
experiences with behavior/classroom management and the positive and negative consequences
they experienced in school influenced their values and beliefs about classroom management and
their implementation of the PBIS framework in middle schools in Texas.
Twelve educators completed the entire participant process, including reading the
introduction email (see Appendix B), reading and electronically signing the letter of consent (see
Appendix C) through the Hello Sign program, completing the Participant Screener Survey (see
Appendix D) through a Google Form, participating in a Zoom interview, and partaking in
member checking. The setting of the participants who completed the survey and interview
portion of the study consisted of three school districts in Texas. The Participant Screener Survey
(see Appendix D) was composed of three components: demographics, beliefs regarding PBIS,
campus implementation of PBIS. The 15 participants who completed the Participant Screener
Survey (see Appendix D) ranged in various positions, including general education teachers,
district personnel, special education teachers, campus specialists and leaders. These individuals
all have unique experiences with implementing PBIS. The data collection process lasted five
months, and six of the participants joined the study through snowball sampling.
The PBIS components of the survey included 12 PBIS questions that the participants
responded to by selecting one of five responses on a Likert scale: 5 = strongly agree, 4 =
somewhat agree, 3 = neutral, 2 = somewhat disagree, and 1 = strongly disagree. The PBIS
components of the survey received a score ranging from five through one. Questions 3, 6, 8, 9,
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11, 13, and 14 centered on participants’ individual beliefs regarding PBIS. Questions 4, 5, 7, 10,
and 12 centered on participants’ implementation of PBIS on campus. Although 15 individuals
were asked to participate in the interview phase of the study, only 12 participants agreed and
selected a time to be interviewed via Zoom using the interview protocol (see Appendix E). The
coding process included in vivo and emotion coding. After the coding process was completed,
the data were horizontalized. Through this process, the themes were constructed, and the
structural descriptions expanded the themes. The structural descriptions referenced the social
cognitive theory that were used to craft the research questions. The themes derived from the
participants’ interviews aligned with the research questions. The themes included external
barriers for PBIS, supports for PBIS, influences during adolescence, adolescent experiences and
PBIS. The participant’s experiences contributed significantly to the development of the themes
for the study. Chapter 5 includes a discussion of the findings, including the implications for the
research questions and the relation of the findings regarding the social cognitive theory as well as
the limitations, recommendations, and a summary of the chapter.
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Chapter 5: Discussion, Recommendations, and Conclusions
The PBIS framework was designed to provide students with the necessary supports to
address their academics, emotions, behavior, and overall social skills (Hannigan & Hannigan,
2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019). Within the literature, I determined that
PBIS provides critical techniques educators in a variety of positions can utilize to implement
PBIS in their classrooms and campuses and sustain PBIS within their districts (Hannigan &
Hannigan, 2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019). However, limited research is
available regarding the impact that educators’ experiences have on their implementation of PBIS
(Coles et al., 2015; Collier-Meek et al., 2019; Pinkelman et al., 2015). Investigating the
experiences of educators during adolescence benefits educational leaders as it provides them
with insight on what areas to target to eliminate barriers that interfere with educators’
implementation of PBIS throughout a campus.
The purpose of the study was to discover, through qualitative interviews, how educators’
adolescent experiences with behavior/classroom management and the positive and negative
consequences they experienced in school influenced their values and beliefs about classroom
management and their implementation of the PBIS framework in middle schools in Texas.
Through the survey data collected and the interviews transcribed, I discovered a variety of
experiences educators divulged regarding classroom management and PBIS. The information
gathered within the study can provide greater insight into understanding the factors that influence
educators’ implementation of PBIS.
To further investigate the experiences of educators, I developed the following central
research question and three research questions as followed:
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Central Research Question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom?
RQ1: What do educators perceive as barriers and supports to PBIS implementation?
RQ2: How do educators describe their experiences with school discipline as an
adolescent?
RQ3: How do educators perceive the influence of their adolescent experiences with
school discipline on their implementation of PBIS on campus?
A total of 16 educators signed the consent form (see Appendix C) agreeing to participate
in the study, but only 15 completed the 14-question Participant Screener Survey (see Appendix
D) through a Google Form. After I scored the surveys, I determined that all the participants
qualified for the next phase of the study. Despite multiple attempts, 3 out of the 15 participants
did not participate in the interviews (see Appendix E). The remaining 12 participants determined
the best time and date to complete their interview. My flexibility allowed the participants to
select any date and time for their interview to be conducted. The participants’ interview times
included before, during, and after school and weekends. None of the interviews lasted more than
40 minutes. The data collection process lasted five months. After the interviews were complete,
they were transcribed using a combination of human transcribing and the Microsoft Office 365
transcription program. The transcripts were coded and horizontalized, the themes were
determined, and the structural descriptions expanded. The themes and descriptions provide indepth insight into the central research question and three research questions.
The themes formulated within the study are external barriers for PBIS, supports for PBIS,
influences during adolescence, adolescent experiences and PBIS. Although the study has
limitations, including the limited population sample size of 12 participants, I diligently analyzed
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the surveys and transcribed the interviews to investigate the educators’ experiences. Chapter 5
includes an overview of the implications for each research question and its relation to the social
cognitive theory. Chapter 5 also includes the limitations of the study, recommendations for
future research, and a summary of the chapter.
Implications for Research Question 1
RQ1: What do educators perceive as barriers and supports to PBIS implementation? To
investigate the research question, I analyzed the current literature regarding barriers and supports
and investigated the participant's past and current experiences through interviews. The
implications for research question 1 is presented below.
Barriers
Educators encountered numerous barriers that hindered their ability to implement PBIS.
The literature revealed that limited administrative support, lack of training, and inconsistent
implementation on campus hinders the implementation of PBIS (Pinkelman et al., 2015). The
participants explained a variety of barriers that they encountered when implementing PBIS. In
regard to barriers, the theme I determined was barriers outside participants’ control. The barriers
the participants mentioned included buy-in from colleagues, time for implementation, Wi-Fi, and
students’ resistance. Researchers explained the importance of addressing campus buy-in when
implementing PBIS to ensure sustainability and implementation with fidelity (Boden et al.,
2020). The participants within the study expressed it was essential for the campus faculty and
staff to have buy-in, including teachers, administrators, and district personnel. The barriers
hinder their ability to implement PBIS when the campus faculty and staff do not fully support the
implementation of the PBIS framework. Time is a critical factor when determining which
components of PBIS to implement (Bradshaw, Reinke, et al., 2008). Participants shared that it
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was essential to have substantial time to implement PBIS. Although one participant expressed
frustration with the process, they understood the importance of not overwhelming the staff with
implementing all components of PBIS simultaneously.
Educators have shared that Wi-Fi is a critical resource to enhance the experiences within
the classroom (APC Extraordinary Connectivity, n.d.). Participants explained the accessibility to
different computer programs used to implement PBIS is great; however, they experience
difficulties operating the program due to difficulty connecting their devices (computer, laptop,
and phone) to the Wi-Fi. The participants must have continuous access to the Wi-Fi to
implement specific PBIS electronic programs that are utilized within their campus. Researchers
revealed that PBIS revolves around students receiving the necessary support through tier one
interventions to succeed on campus (Bradshaw, Reinke, et al., 2008). A few participants
explained that the incentives provided to the students had to be desirable for the students to
engage in PBIS actively. They would often seek and discover different rewards to provide to
their students through meaningful conversations with their class. These are the barriers the
participants identified regarding their implementation of PBIS. Although this is not an
exhaustive list, the data collected, and the participants interviewed, revealed these were barriers
that educators perceived during the implementation process of PBIS.
Supports
Educators are provided a variety of resources to support them as they implement PBIS.
The literature revealed data analysis that can assess the current state of the PBIS framework to
determine additional supports needed (Barrett et al., 2008). The participants received numerous
supports they were provided during their implementation of PBIS. Regarding the supports, the
participants mentioned training and ongoing support, staff enthusiasm, and the digital programs.
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Trainings and professional development are vital to ensure that educators have the necessary
knowledge and tools to provide quality PBIS on campus (Bradshaw, Reinke, et al., 2008). The
participants discussed how valuable campus professional development or training is conducted
by consultants when implementing PBIS. A participant explained they “have had a lot of
professional learning” in regard to PBIS that proved to be supportive. They shared these
experiences heavily influenced their fidelity to implement the framework. Researchers revealed
consultants with PBIS expertise could provide quality ongoing training to campus to ensure their
needs are met when implementing PBIS with fidelity (Cressey et al., 2014). The participants
shared that their leadership teams provided ongoing training to implement PBIS. They explained
that it was beneficial to attend these ongoing training presented by district personnel or
consultants.
Researchers stated the support of the campus faculty and staff is critical to the
implementation process of PBIS (Boden et al., 2020). The participants shared their positivity was
contagious when the staff was enthusiastic about utilizing PBIS. The staff’s willingness to
implement PBIS greatly influenced its longevity. Researchers explained educators could use
technology and access electronic programs to track a student’s behavior (Live School, 2020).
Participants shared they enjoyed accessing digital programs to utilize PBIS with students. The
participants greatly appreciated using their phones to acknowledge students for displaying
appropriate behavior instantly and frequently. The data collected and the participants interviewed
determined these were supports the educators perceived during the implementation process of
PBIS.
Social Cognitive Theory Components
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The reinforcement component of the social cognitive theory was used to craft research
question 1 and was evident through the barriers and supports the participants experienced. Both
negative and positive reinforcements can influence an individual’s response internally and
externally (Hasking et al., 2015; Stipek, 1993). Although the participants did not explicitly state
it, the barriers, including buy-in from colleagues, time for implementation, Wi-Fi, and students’
resistance, can be viewed as negative reinforcers. Participant 2 stated a barrier they experienced
was getting the “whole campus on the same page” when implementing PBIS. Participant 9
shared, “it’s a lot harder [to provide] positive reinforcements.” Although the participants did not
mention being discouraged, it is possible that if they continue to experience difficulty when
implementing PBIS, they might be less likely to utilize the framework with fidelity. If this were
to occur, it would be evident through the external response of the participants.
The supports the participants experienced regarding their implementation of PBIS were
positive reinforcement. A reinforcement can increase or decrease the likelihood of the behavior
occurring (Hasking et al., 2015; Stipek, 1993). The participants mentioned several positive
supports they received when implementing PBIS, including training and ongoing support, staff
enthusiasm, and the digital programs. Participant 4 received “a lot of support from our
supervisors” when implementing PBIS. Participant 6 revealed the “enthusiasm from the
administrative staff made [PBIS] something that you would want to do.” Staff that did not
initially buy into the framework were more willing to implement PBIS when their colleagues’
showed enthusiasm. It is evident through the participants’ responses that the positive
reinforcements they received increased their desire to implement PBIS. These positive
experiences influenced the participants’ utilization of the framework.
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Overall, the barriers and supports data provided critical information for campus and
district PBIS leadership teams to use to enhance educators’ implementation. Regarding the
barriers, the participants referenced buy-in from colleagues, time for implementation, Wi-Fi, and
students’ resistance. These barriers were outside of their immediate control. PBIS leadership
teams should determine the specific barriers that their staff experience. They can anonymously
survey their staff to identify their particular barriers and devise a plan to address those obstacles
and maintain PBIS fidelity. Regarding the supports, the participants referenced training and
ongoing support, staff enthusiasm, and digital programs that aid them during their
implementation of PBIS. Leadership teams can utilize this information to increase buy-in within
their campus. These supports encouraged the participants to begin and continue to use PBIS.
Leadership teams should develop quality professional development, create tactics to establish
and increase staff enthusiasm, and research different PBIS computer tracking programs that their
campus could implement to sustain PBIS. These suggestions help reduce the barriers and
strengthen the supports that educators experience when implementing PBIS.
Implications for Research Question 2
RQ2: How do educators describe their experiences with school discipline as an
adolescent? To investigate the research question, I analyzed the recent literature regarding the
types and impact of expectations and approval from the adults in an adolescent’s life and their
experience with school discipline including preventative and punitive methods. The implications
for research question 2 is presented below.
The experiences of the educators during adolescence included a variety of interactions in
school and at home. Each participant shared many commonalities regarding their overall
behavior during adolescences. There is less research available on how teachers’ experiences
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during their youth influence their development and implementation of PBIS as an educator
(Coles et al., 2015; Collier-Meek et al., 2019; Pinkelman et al., 2015). All the participants’
described their behavior during their adolescence as considerably well-behaved, with a few
instances where the participants received a disciplinary action (i.e., a parent phone call,
disciplinary referral, a visit to the administrator’s office). The influences that shaped the
participants’ overall behavior during adolescence included the expectations and approval from
adults and discipline system experience with preventative and punitive methods.
Expectations and Approval
The expectations and approval from adults included their parents, teachers, and
administrators. Parents foundational guidance and structure are critical during the adolescence
phase of the youth (Lahdelma et al., 2021). The participants shared they greatly respected their
parents and did not want to disappoint them. They believed that if they were to receive a negative
consequence at school, they would experience a more severe consequence from their parents.
The second influence is seeking the approval from teachers and administrators. Educators who
establish positive relationships are less likely to encounter disruptive students and less likely to
have to utilize severe consequences (Horton, 2015). Some participants mentioned that they did
not want to disappoint their teachers who they valued and respected. They also mentioned a
severe dislike to being associated with being sent to the administrator’s office. As stated in the
previous chapter, the participants desire to follow their parents, teachers, and administrators’
expectations and seek their approval steered them away from committing a serious offense.
Discipline System
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The word discipline usually has a negative connotation; however, for the study, when
discussing the discipline system during adolescence, it included preventive and punitive methods
the participants experienced and observed.
Preventative Method. The preventative method is a proactive and restorative approach
to school discipline to encourage appropriate behavior (National Center on Safe Supportive
Learning Environments, n.d.). Research indicates that preventative methods to school discipline
provide students an opportunity to understand why procedures and rules are in place and teaches
them social and decorum skills and decrease the alienation a student might experience after
committing a campus violation or offense (National Center on Safe Supportive Learning
Environments, n.d.). The preventative methods are referenced as positive supports. It is a
nurturing practice for educators to provide verbal praise to students (Bani, 2011; Reinke et al.,
2013).
Some of the participants were able to recall receiving tangible items and verbal praise as
well as witnessing their peers receiving similar items. Providing positive supports such as verbal
praise to students is a preventative method and foundational component of implementing PBIS
(Reinke et al., 2013). During the interview phase of the study, the participants revealed the
positive supports they received. The participants experienced extrinsic motivation when they
were provided a tangible item to recognize their behavior. Although they were recognized for
their behavior, many participants recall being acknowledged with tangible items for their
academics. Some participants believed that it influenced their short-term and long-term behavior.
Once the participants received the positive supports, they were more likely to expect them when
they repeated the behavior rather it was for behavior or academics.
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Few participants recalled observing positive supports during adolescence. Some
participants explained that it was difficult to recall their peers receiving positive supports. They
shared it was much easier to recall a negative experience than a positive experience. When they
did recall a specific experience, it was driven by the memory of their teacher. They recalled the
teachers who consistently maintained a positive demeanor and frequently reinforced the class
with positive supports including verbal praise and tangible items. They recalled their teachers
only positively acknowledging a handful of peers. These teachers would appear to have their
favorites, and these were the students whom they frequently reinforced in a positive manner.
They believed it impacted their peers’ behavior but were unsure if it influenced their short-term
or long-term behavior. The information the participants shared regarding experiencing and
observing positive supports and their experiences with the preventative method component of
school discipline.
Punitive Method. Punitive methods are detrimental disciplinary actions include inschool suspension, out-of-school suspension, and expulsion. The punitive method drastically
impacts the campus climate, establishing a negative culture for students with and without
disciplinary challenges (National Center on Safe Supportive Learning Environments, n.d.). The
punitive method is referenced as negative consequences. Researchers state that negative effects
can have a detrimental impact on students (National Center on Safe Supportive Learning
Environments, n.d.). In addition, negative consequences usually only provide an immediate
change in the students’ short-term behavior but ultimately do not discourage inappropriate
behavior (Horner & Monzalve-Macaya, 2018). The participants shared their experiences with
negative consequences. They vividly recalled the negative consequences they received when
their teachers reprimanded them. Some explained the few instances they received disciplinary
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action and explained that their short-term and long-term behavior was impacted. However, they
shared that a strong influence regarding the change in their behavior was their desire to please
their parents and teachers. Most of the participants revealed that there were only a handful of
times they received a negative consequence.
The participants discussed observing negative consequences. The participants explained
that they witnessed their teachers providing negative consequences to their peers. These negative
consequences included their teachers asking their peers to leave the classroom and sending them
to the administrators’ office. However, the participants mentioned that they remembered some of
their peers’ short-term and long-term behavior-changing after receiving a negative consequence.
However, not all of their peers’ behavior changed, and some of their peers remained defiant
despite receiving negative consequences. For the participants who did observe the negative
consequence, it was easy for them to recall those memories compared to observing the positive
experiences. The participants described their preventative and punitive experiences with school
discipline as an adolescent. Through personal experiences and observations, most of the
participants revealed that the negative consequences were easier to recall especially if their
parents were associated with the negative consequence and a few participants did not remember
peers who were disobedient. The participants memories were greatly influenced by the negative
consequences of school discipline compared to the positive supports.
Social Cognitive Theory Components
The observational learning, reciprocal determinism, reinforcement, and the expectation
components of the social cognitive theory were used to craft research question 2 and are apparent
through the expectations and approval, preventative and punitive methods within the
participants’ experiences. Bandura (2008) and McLeod (2016) stated that observational learning
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describes an individual who observes someone performing a specific action that they are likely to
repeat or reproduce. The participants revealed varying opportunities to observe their peers
receiving positive reinforcements and negative consequences.
Researchers explained individuals are more likely to repeat a behavior or action if they
believe they will receive the same benefit as what they observed (Bandura, 2008; McLeod,
2016). A few participants shared they observed their peers receiving positive supports and
negative consequences; however, they never explicitly stated that these observations influenced
their behavior. The participants revealed that their parents, teachers, and administrators greatly
impacted their behavior; for example, participant 2 “knew the expectations” of their parents.
Only two participants explained that they witnessed their peers receiving corporal punishment
from afar and did not want to be them. For most of the participants, observational learning did
not influence their behavior.
Reciprocal determinism states a person’s environment and personal influences impact
their behavior (Bandura, 1978, 1986). The participants explained varying experiences were
impacted by environment and influences. “Both of my parents were educators in small school
districts, so I had no choice but to behave.” They had “strict parents at home” and “whatever
happened at school [they] would get twice as much at home.” For reciprocal determinism, an
individual’s exterior communal setting and personal influences include a variety of components
(Bandura, 1978, 1986). They were “afraid of my administrators” and “afraid of my mom.” When
growing up “there community [were] involved, so neighbors will call my mom” when needed.
These participants referenced the personal influences and environment as an instrumental force
behind their behavior.
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The reinforcements were evident throughout the experiences of the participants. Positive
and negative reinforcements can significantly influence an individual’s response internally and
externally (Hasking et al., 2015; Stipek, 1993). The participants shared the positive supports they
received during adolescence that reflect positive reinforcements. Participant 2 “loved those type
of things [positive supports], especially being a good kid.” Participant 7 “always responded
better to [positive reinforcements] than anything else.” The participants revealed the negative
consequences they received during adolescence that reflect negative reinforcements. Participant
2 could “honestly can only remember one time” remember receiving a negative consequence, but
the “very negative experience” “caused me to change my behavior.” Participant 6 remembered
“the two times” they received a negative consequence, they “felt really guilty” afterward, and it
changed their behavior. The positive and negative reinforcements the participants experienced
influenced their short-term and long-term behavior.
The expectations are known as the consequences an individual expect to experience
based on their behavior (Anderson, Winett, & Wojcik, 2007; Schunk, 2012a). Some participants
explained their varying experiences with receiving positive consequences and their expectations.
Participants 4 and 5 shared although they received positive acknowledgments during
adolescence, they did not expect to receive positive reinforcements for their behavior. Participant
8 said, “I knew if I do good, then yes,” expecting positive reinforcements. These expectations are
then reflected through consequences driven by an individual’s overall experience based on their
behavior (Anderson, Winett, & Wojcik, 2007; Schunk, 2012a).
The participants reflected on their adolescent experiences and shared their experiences
receiving negative consequences. When participant 7 received negative consequences, they
expected to receive those consequences, and it made them “feel really bad,” which led them to

114
“immediately stop” the inappropriate behavior. Participant 6 experienced a negative consequence
at school; they expected to receive “long lectures from mom and dad.” Their consequence
discouraged them from committing that same offense because they “didn’t want that feeling
again.” Through anticipation, an individual can determine what consequences they are likely to
experience, which influences their success at demonstrating a specific behavior (Anderson,
Winett, & Wojcik, 2007; Schunk, 2012a).
Most participants expected to receive negative consequences because of their actions
compared to the positive consequences. The data collected within the study is insightful
regarding how educators describe their experiences with school discipline as an adolescent. The
participants explained the expectations and approval from their parents, teachers, and
administrators during adolescence. The participants shared the impact these individuals’
expectations and approval had on their behavior. PBIS leadership teams at the campus and
district level should allow staff to reflect on the expectations they have for their students and
discuss how they communicate those expectations and their approval. The PBIS leadership teams
should utilize the information to develop universal methods for educators to use to effectively
communicate their expectations. As stated previously, the participants shared their experiences
with school discipline, which included preventative and punitive. Campus and district
administration/leadership teams need to provide their staff an opportunity to acknowledge and
share their school discipline experiences. They should ask their staff to reflect on their
experiences and share (if comfortable) those disciplinary experiences to determine any
commonalities. The leadership teams can use this information to develop practical disciplinary
actions that are preventative and create a long-term impact on students’ behavior. These
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suggestions are beneficial for campus leaders to utilize to understand and develop appropriate
preventative behavioral methods when disciplining students.
Implications for Research Question 3
RQ3: How do educators perceive the influence of their adolescent experiences with
school discipline on their implementation of PBIS? To investigate the research question, I
examined the existing literature regarding the relationship between the experiences of an
adolescent and their implementation of classroom management, including PBIS. The
implications for research question 3 is presented below.
The participants elaborated on the correlation between their school discipline experiences
and their implementation of classroom management, specifically PBIS. The participants
correlation between their adolescence experience with school discipline and classroom
management included their encounters with adults/educators, impact of the encounters, and the
linkage between the experiences and PBIS implementation.
Encounters with Adults/Educators. All the participants referenced an individual they
encountered that they believed influenced their classroom management style, including their
implementation of PBIS. The adults they encountered included their parents, teachers, college
professors, and colleagues. Two participants shared that the experiences that influenced their
classroom management style were their parents and how they were raised in the home.
Participant 2 “mimicked what I saw my parents do” regarding classroom management. The
participants shared that their parents’ influence on their classroom management style was a
driving force behind their decision to become educators. One participant explained that their
parent suggested they become an educator; another participant explained that their parents were
teachers, and it was “kind of in my nature” to become an educator.
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Many participants mentioned that the teachers they encountered prior, during, and after
adolescence (age 10-17) influenced their classroom management style. Participant 7 recalled
their middle school teacher “always connected with everybody,” participant 9 referenced their
high school “English and algebra teachers,” and participant 15 stated their “chemistry teacher”
impacted their classroom management. The participants shared the teachers they encountered
before and during adolescence influenced their desire to become educators, including their band
director, music, and third-grade teachers.
After adolescence, the participants’ encounters included college professors, colleagues,
and principals that influence their classroom management style. Participant 5 principal
influenced them; participant 13, “influences in my college time and other educators in my early
career,” impacted their classroom management and PBIS implementation. The participants
elaborated that these individuals influenced them to become educators; one participant shared
how their college professor suggested they become educators. The participants explained that
these individuals influenced their outlook of classroom management and their implementation of
PBIS.
Impact of the Encounter
Some participants explained if their encounters prior, during, or after adolescence had not
occurred, their outlook on classroom management and their implementation of PBIS would be
impacted. The participants expressed it would have been more challenging to provide quality
classroom management to their students and avoid becoming overwhelmed had they not had
those experiences. Participant 11 revealed during their interview that they would have someone
“cover your class for a few minutes so you could go and observe a teacher.” Observing
“competent teachers” increased their longevity in public education. Participant 15 stated “I feel
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like I wouldn’t know how to be a teacher” if it had not been for the significant encounters during
adolescence.
As stated in the previous chapter, they shared that their experience shaped how they
utilize PBIS and how they approached and addressed their students regarding classroom
management. Participant 2 stated “every time I go to a training, and they’re like think back to
that great teacher you had or think back to those great moments [I] had that influenced me as a
teacher.” They try “to make sure that kids liked coming to my class that they enjoyed” they went
on to elaborate that their “goal was that they [their students] were going to love our classroom
and feel encouraged and supported.” Most participants agreed that their interactions and
encounters connected to their current teaching and implementation of school discipline,
classroom management, and PBIS.
Linkage between Experiences and PBIS. The linkage between the experiences and
implementation of PBIS is represented throughout the experiences expressed by the participants.
The adult or educator they encountered and the relationship between that encounter and their
adolescence experience. Nine participants believed there was a correlation or relationship
between the experiences they recalled during the interview and their implementation of PBIS.
The remaining participants believed their implementation of PBIS would have been the same
without the interactions and encounters they mentioned during the interview. Two participants
explained they believed there is an unconscious link between their experiences and their
implementation of PBIS. Participant 8 shared had they not had those experiences with those
critical educators, they would have still been an educator “but I [would not] be as effective as I
am right now.” Participant 11 stated that “there’s definitely correlation” between adolescents’
experiences and their implementation of PBIS and classroom management. One participant
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stated “yes [there is a correlation] because these interactions that we have, they form who we are
as a person and what kind of human I am today.”
Most of the participants’ experiences were positive; however, a limited number of
participants did share the negative experiences they encountered during adolescence and how
they influenced their utilization of PBIS. Participant 12 shared they “had experienced a decent
amount of trauma from all of my teachers, it’s like I was invisible.” A few participants shared
they recalled teachers who were selective on who they would positively acknowledge and who
they would ignore. The participants desired to be the opposite of those teachers and planned to
be fair to all students. These educators explained how they perceived their adolescent
experiences, including their interactions with educators and their implementation of PBIS.
Social Cognitive Theory Component
The reciprocal determinism component of the social cognitive theory was used to develop
research question 3 and is reflective through the linkage between the participants’ experiences
and their implementation of classroom management, specifically PBIS. Reciprocal determinism
is the impact an individual’s environment and personal influences have on their behavior
(Bandura, 1978, 1986). The participants shared their unique experiences as adolescents, their
environment with school discipline, and how it influences their PBIS implementation. Participant
6 stated “I remember the really positive teachers, I remember that the handful of teachers who
just really you could tell enjoyed what they did,” and these positive teachers’ classroom
influenced their classroom management and PBIS implementation. Participant 13 shared “those
influences in my college time” that environment greatly impacted their “early career.” An
individual can receive reinforcements that are influenced by their environment or initiated by the
individual (Hasking et al., 2015; Stipek, 1993). Many participants shared during their interviews
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that either their professional or personal environment influenced their implementation of
classroom management, specifically PBIS.
The data gathered during the study was beneficial in understanding how educators
perceived the influence of their adolescent experiences with school discipline on their
implementation of PBIS. As stated previously, the participants’ correlation between their
experience and implementation included their encounters with adults/educators, impact of the
encounters, and the linkage between the experiences and PBIS implementation. PBIS leadership
teams need to provide their staff an opportunity to identify the adults or educators in their lives
that influenced their classroom management. They can place the staff in small groups and direct
them to have reflective conversations regarding the different characteristics their adults/educators
had and how their encounters significantly impacted their lives. The PBIS leadership teams
should list the characteristics and have the staff identify which characteristics they possess and
which characteristics they would like to acquire to improve their relationship with their students.
Campus and district administrative/leadership teams can provide educators with techniques for
developing positive characteristics that enhance their classroom management and their
implementation of PBIS. These suggestions are vital for district administrators and campus
leaders to implement to increase the staff’s fidelity with PBIS.
Implication for Central Research Question
The central research question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom
provided significant findings and implications. The positive experiences provided the
participants with pleasant feelings regarding their observations and experiences with preventative
methods. The participants shared their memories when receiving certificates, verbal praise, and
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tangible items. The negative experiences the participants revealed were much easier to recall
than the positive experiences. The punitive methods they experienced and observed included
parental/guardian phone calls, disciplinary referrals, being sent to the office, and being removed
from the classroom. Majority of the participants believed their positive and negative observations
and experiences during adolescence did impact their decisions regarding discipline within the
classroom.
The nine participants explained either subconsciously or consciously, there was a
correlation or relationship between the experiences they mentioned during the interviews and
their current or previous decisions within the classroom. The participants further elaborated that
their experiences influenced them to utilize effective classroom management strategies,
specifically PBIS with fidelity, to ensure that their students were acknowledged for their
appropriate behavior, treated fairly, and provided opportunities to succeed socially. District
administration and campus leadership team can use the information to justify an investigation
into how their staff interacts with the students. The leadership team should direct the staff to
identify whether their interactions with students are positive or negative. Afterward, the
leadership team should analyze the information to determine the culture within the classroom. As
stated previously, the participants shared the pleasant memories they recalled regarding the
teachers whose classroom maintained a positive atmosphere. The leadership team should develop
strategies the staff can implement to increase the frequency of positive interactions with students
and ultimately enhance their classroom culture. These suggestions would improve the classroom
culture and the overall implementation of PBIS.
Although additional research regarding this topic is recommended, the current findings of
the study revealed that both the negative and positive experiences of educators during
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adolescence positively impact their implementation of classroom management and classroom
discipline. The PBIS framework has proven to be a beneficial resource for educators to enhance
students’ academics and behavior. Educators’ positive and negative experiences must receive
further research to ensure these experiences support the implementation of PBIS and not become
a barrier when educators utilize PBIS.
Limitations of the Study
Researchers explained the limitations of a study consist of restricted access to essential
locations, people, and information (Glesne, 2016; Marshall & Rossman, 2014). I used a
combination of purposeful and snowball sampling to identify and select the best individuals
suited to partake in the study. After the study was complete, I identified three limitations. The
first limitation is the sample size of the participants. The sample size was 12 participants,
considered small by some standards. Morse (2000) revealed critical factors need to be considered
to determine the appropriate sample size of the study. Those limitations include the scope of the
study, the study design, and the quality of the data (Morse, 2000). Although I pursued additional
participants, only 12 individuals completed all study components. These individuals submitted
the Participant Screener Survey (see Appendix D) and participated in a Zoom where I utilized
the interview protocol (see Appendix E). Although the sample size was small, the participants
provided in-depth insight regarding how the positive and negative experiences with classroom
management as an adolescent impact educators’ decision regarding discipline within the
classroom.
The second limitation was the limited information collected regarding the participant’s
demographics. Hammer (2011) revealed demographic information is a vital component during
the research process when identifying and determining the participants’ characteristics. These
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characteristics are level of education, age, ethnicity, gender, language spoken, etc. (Hammer,
2011). I did not identify gender, ethnicity, and years of public-school experience within the
population sample for the study. I initially planned to collect detailed demographic information;
however, the demographic information collected was reduced to receive approval from the
school district to conduct the study and protect the participants’ identity. The demographic
information collected included the years of experience utilizing PBIS and the participants’ grade
level during the 2020-2021 school year. Although some participants shared the gender and
ethnicity, they identified as not all participants volunteered this information, and I decided not to
include greater detailed demographic information.
The third limitation is the participants might not articulate their ideas the way they desire.
Within a study, a qualitative researcher must be sensitive when conducting interviews to identify
the unique influence of the participants (Knapik, 2006). Knapik (2006) discussed various
approaches for researchers to utilized to ensure the participants’ interviews are of high quality.
Some participants have difficulty with expressing their beliefs and attitudes when being
interviewed, especially when they know they are being recorded. To address the limitation, I
asked several follow-up questions and probing questions to ensure the participants had numerous
opportunities to express their opinions during the Zoom interviews. The participants also
participated in member checking where they had a chance to rephrase or remove any verbiage
from their interview transcript. None of the participants requested a change of the transcript.
Although these limitations exist within the study, the information collected during the research
provides critical insight into the positive and negative experiences that participants had with
classroom management as adolescents and its impact on educators’ decisions regarding
discipline within the classroom.
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Recommendations for Future Research
The data collected during the study proved insightful for future studies. I identified a few
recommendations for future research. Future research should include a larger sample size
population. Although researchers explained a minimum of 12 individuals are needed to
participate in a study for data saturation, when the study includes multiple sites data saturation
usually occurs with a minimum of 20 participants (Vasileiou et al., 2018). Morse (2000) shared
that the sample size greatly impacts the findings collected within the research. Future research
should include a larger setting. I worked diligently to solicit individuals to partake in the study. I
initially contacted three middle schools to conduct the study and eventually expanded and
contacted over 10 middle schools within three school districts and one charter system. Glesne
(2016), Marshall and Rossman (2014) revealed that the setting of a study contributes to the
experiences that the participants reference.
Future research should also be expanded to incorporate current and former high school
educators. I decided to have current and former middle school teachers as participants in the
study. The decision to utilize only middle school participants was influenced by the adolescent
experiences that range in age but typically start at age 10, the beginning period of a middle
school student. However, the later years of adolescence reference the participants’ age when they
were in high school. The information regarding their high school experience might have been
more accessible for the participants to recall because those memories are more recent than their
middle school memories. The future research recommendations can provide greater insight into
the positive and negative experiences that the participants have with classroom management as
an adolescent and its impact on their decision as an educator regarding discipline within the
classroom.
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Future research should include participants who have an unfavorable or negative
perspective regarding the components of the PBIS framework. The participants within the study
only included individuals that had a favorable or positive outlook regarding the PBIS framework.
The participants selected for the interview phase of the study had to score significantly positive
or moderately positive on their Participant Screener Survey (see Appendix D). Future researchers
should include individuals who have a negative or an unfavorable perspective regarding PBIS to
determine how their experiences influence their implementation of PBIS. The information
provided greater insight into how individuals with a variety of perspectives impact their decision
regarding discipline within the classroom.
Future research should also collect detailed demographic information. My study focused
on PBIS demographic information; however, future research should include demographic
information that reflects individuals’ unique attributes, including their gender, ethnicity, highest
degree attained, age, and years of experience within public education. Hammer (2011) explained
demographic information of the population sample could provide a researcher a greater
understanding of their study. Collecting the information will give future researchers detailed
insight on how these characteristics are reflected in the participants’ positive and negative
experiences and implementation of classroom management, discipline, and specifically PBIS
within the classroom.
Summary
The PBIS framework was designed to provide students with the necessary support to
address their academics, emotions, behavior, and overall social skills (Hannigan & Hannigan,
2020; Hannigan & Hauser, 2015; Ryan & Baker, 2019). The purpose of the study was to
discover, through qualitative interviews, how educators’ adolescent experiences with
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behavior/classroom management and the positive and negative consequences they experienced in
school influenced their values and beliefs about classroom management and their
implementation of the PBIS framework in middle schools in Texas. I developed the following
central research question and three research questions to investigate the experiences of educators.
Central Research Question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the classroom?
RQ1: What do educators perceive as barriers and supports to PBIS implementation?
RQ2: How do educators describe their experiences with school discipline as an
adolescent?
RQ3: How do educators perceive the influence of their adolescent experiences with
school discipline on their implementation of PBIS on campus?
The themes formulated within the study are external barriers for PBIS, supports for PBIS,
influences during adolescence, adolescent experiences, and PBIS. Chapter 5 included the
implications for each research question, its relation to the social cognitive theory, the limitations
of the study, recommendations for future research, and a summary of the chapter.
The implications for research question 1 included the barriers and supports. The
participants’ barriers included buy-in from colleagues, time for implementation, Wi-Fi, and
students’ resistance. Although this is not an exhaustive list, the research collected, and the
participants interviewed determined these were barriers that educators perceived during the
implementation process of PBIS. Regarding support, the participants mentioned training and
ongoing support, staff enthusiasm, and the digital programs. The data regarding both barriers and
supports provided critical information for campus and district PBIS leadership teams to use to
enhance educators’ implementation.
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PBIS leadership teams should determine the specific barriers their staff experience. They
can anonymously survey their staff to identify their particular barriers and devise a plan to
address those obstacles and maintain PBIS fidelity. Leadership teams can utilize the information
regarding supports to increase buy-in within their campus. They should develop quality
professional development, create tactics to establish and increase staff enthusiasm, and research
different PBIS computer tracking programs their campus could implement to sustain PBIS.
These suggestions are critical to reducing the barriers and strengthening the supports educators
experience when implementing PBIS. The reinforcement component of the social cognitive
theory was used to craft research question 1 and was evident through the barriers and supports
the participants experienced.
The implication for research question 2 included the influences that shaped the
participants’ overall behavior during adolescence. The influences included the expectations and
approval from adults and the discipline system, including preventative and punitive methods.
PBIS leadership teams at the campus and district level should allow staff to reflect on the
expectations they have for their students and discuss how they communicate those expectations
and their approval. The PBIS leadership teams should utilize the information to develop
universal methods for educators to use to effectively communicate their expectations. Campus
and district administration/leadership teams need to provide staff an opportunity to acknowledge
and share their school discipline experiences. They should ask their staff to reflect on their
experiences and share (if comfortable) those disciplinary experiences to determine any
commonalities. The leadership teams can use the information to develop practical disciplinary
actions that are preventative and create a long-term impact on students’ behavior. These
suggestions are beneficial for campus leaders to utilize to understand and develop appropriate
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preventative behavioral methods when disciplining students. The observational learning,
reciprocal determinism, reinforcement, and the expectation components of the social cognitive
theory were used to craft research question 2 and are apparent throughout the expectations and
approval, preventative and punitive methods within the participants’ experiences.
The implications for research question 3 include the participants’ correlation between
their adolescence experience with school discipline and classroom management, which included
their encounters with adults/educators, the impact of the encounters, and the linkage between the
experiences and PBIS implementation. The data gathered during the study was beneficial in
understanding how educators perceived the influence of their adolescent experiences with school
discipline on their implementation of PBIS. As stated previously, the participants’ correlation
between their experience and implementation included their encounters with adults/educators,
impact of the encounters, and the linkage between the experiences and PBIS implementation.
PBIS leadership teams need to provide their staff an opportunity to identify the adults or
educators in their lives that influenced their classroom management. They can place the staff in
small groups and direct them to have reflective conversations regarding the different
characteristics their adults/educators had and how their encounters significantly impacted their
lives. The PBIS leadership teams should list the characteristics and have the staff identify which
characteristics they possess and which characteristics they would like to acquire to improve their
relationship with their students. Campus and district administrative/leadership teams can provide
educators with techniques for developing positive characteristics that enhance their classroom
management and their implementation of PBIS. These suggestions are vital for district
administrators and campus leaders to implement to increase the staff’s fidelity with PBIS. The
reciprocal determinism component of the social cognitive theory was used to develop research
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question 3 and is reflective through the linkage between the participants’ experiences and their
implementation of classroom management, specifically PBIS.
The implications for the central research question included the negative and positive
experiences with classroom management as adolescents and how it impacted educators’
decisions regarding discipline within their classrooms. District administration and campus
leadership team can use this information to investigate how the staff interacts with their students.
The leadership team should direct the staff to identify whether their interactions with students are
positive or negative. Afterward, the leadership team should analyze the information to determine
the cultures within the classroom. As stated previously, the participants shared the pleasant
memories they recalled regarding the teachers whose classroom maintained a positive
atmosphere. The leadership team should develop strategies the staff can implement to increase
the frequency of positive interactions with students and ultimately enhance their classroom
culture. These suggestions would improve the classroom culture and the overall implementation
of PBIS. Although additional research regarding this topic is recommended, the current findings
of the study revealed both the negative and positive experiences of educators during adolescence
positively impact their implementation of classroom management and classroom discipline.
After the study was complete, I identified three limitations. The limitations include the
sample size of the participants, the limited information collected regarding the participant’s
demographics, and the participants’ ability to articulate their ideas the way they desire. The
research collected during the study proved insightful for future studies. I identified a few
recommendations for future research. Those recommendations included a larger sample size
population, a larger setting, incorporating current and former high school educators, and
collecting detailed demographic information. The current findings of the study revealed both the
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negative and positive experiences of educators during adolescence positively impact their
implementation of classroom management and classroom discipline. The PBIS framework has
proven to be a beneficial resource for educators to enhance students’ academics and behavior.
The data collected and analyzed within the qualitative study reflected educators’ positive and
negative experiences during adolescence influence their effective implementation of PBIS.
Additional research will provide educational leaders with an understanding of how
different experiences impact educators’ implementation of PBIS. These leaders should
investigate which particular experiences can negatively impact the implementation of PBIS and
utilize the information to develop strategies to combat the challenge proactively. Educational
leaders would benefit from additional research to determine if educators’ adolescent experiences
can negatively impact their PBIS implementation and allow leadership teams to research and
create techniques to ensure the fidelity of PBIS within their campus. Overall, it is critical for
educators’ positive and negative experiences to receive further research to ensure these
experiences support the implementation of PBIS and not become a barrier when educators utilize
PBIS.
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Appendix B: Introduction Email
Greetings Educator,
My name is Je Quila Broussard, and I am conducting research for my doctoral degree. I am
studying how educator’s experiences with classroom management during adolescence (age 1017) influences their implementation of Positive Behavioral Interventions and Supports (PBIS). I
want to invite you to participate in my research.
To be included in this study, you must meet the following criteria:
•
•
•

Be over the age of 18.
Work at an intermediate/middle school.
Have utilized Positive Behavioral Interventions and Supports (PBIS) a minimum of one
school year with students.
If you participate in this research, you will be asked to:
•

Complete a 14 questions survey that includes demographic and PBIS questions. The
demographic questions include number of years in public education and grade-level you
worked with during the 2020-2021 school year.
• After completing the survey, you may be selected to complete an interview that is 60minutes or less through Zoom. We will choose a time convenient for you.
• Review your interview transcript to ensure accuracy.
You will be eligible to receive a $5.00 Starbucks gift card contingent on being selected to
complete the interview process, completing the interview, and reviewing your transcript.
Your participation within the study will be kept confidential and pseudonyms will be used to
protect your identity. You may withdraw from the study at any time.
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Appendix C: Letter of Consent

Introduction: Educators’ Adolescence Experiences and Their
Implementation of Positive Behavioral Interventions and
Supports
Thank you for expressing interest in participating in this research. This form provides important information about
that study, including the risks and benefits to you as a potential participant. Please read this form carefully and ask
the researcher any questions that you may have about the study. You can ask about research activities and any risks
or benefits you may experience. You may also wish to discuss your participation with other people, such as a family
member.

Your participation in this research is entirely voluntary. You may refuse to participate or stop
your participation at any time and for any reason without any penalty or loss of benefits to which
you are otherwise entitled. Due to the current pandemic of Covid-19 and to ensure the safety of
the participants and researcher all interviews will be conducted through Zoom.
PURPOSE AND DESCRIPTION:
I am conducting research on educators who utilize Positive Behavioral Interventions and
Supports. I want to know how educators’ adolescent experiences with behavior/classroom
management and the positive and negative consequences they experienced in school influenced
their values and beliefs about classroom management and their implementation of the PBIS
framework in middle schools in Texas. I hope to provide additional information to PBIS
leadership teams on how they can assist educators with the implementation process of PBIS. We
may be able to increase educators’ awareness of how their experience influences their
implementation of PBIS.
•

You are eligible to participate in the study if you are over the age of 18 and utilized PBIS for a minimum of
one school year with students in an intermediate/secondary campus.

I will ask you to:
•

Agree to completing a Google Form Participant Screener Survey.

If you are selected for the interview process, I will ask you to:
•

•

Agree to a video recorded interview (you will be asked to turn your camera off) via Zoom that will last no
longer than 60-minutes (due to the current pandemic of Covid-19 and to ensure the safety of the
participants and researcher all interviews will be conducted through Zoom).
Agree to review your interview transcript for accuracy.

RISKS & BENEFITS: There are risks to taking part in this research study. Below is a list of the
foreseeable risks, including the seriousness of those risks and how likely they are to occur:
•

You may feel uncomfortable talking about your experiences with classroom management when you were
an adolescent (age 10-17).

There are potential benefits to participating in this study. Such benefits may include knowing
that you helped PBIS core teams increase their understanding of the implementation process. The
researchers cannot guarantee that you will experience any personal benefits from participating in
this study.
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PRIVACY & CONFIDENTIALITY: Any information you provide will be confidential to the
extent allowable by law. Some identifiable data may have to be shared with individuals outside
of the study team. Otherwise, your confidentiality will be protected through the use of
pseudonyms and your recorded interview will not include your name or your image and will be
stored on a computer and an external hard drive that is password protected.
The primary risk with this study is a breach of confidentiality. However, we have taken steps to
minimize this risk. The only personal identification data that will be collected during the survey
is your work email.

Additional Information
There may be unexpected risks associated with your participation in this study and some of those
may be serious. We will notify you if any such risks are identified throughout the course of the
study which may affect your willingness to participate.
Your participation may be ended early by the researchers for certain reasons. For example, we
may end your participation if you are not selected to participate within the interview process, no
longer meet study requirements, the researchers believe it is no longer in your best interest to
continue participating, you do not follow the instructions provided by the researchers, or the
study is ended. You will be contacted by the researchers and given further instructions in the
event that you are removed from the study.
Please let the researcher know if you are participating in any other research studies at this time.
If you are selected to participate in the study, in honor of your time and commitment you will be
eligible to receive a $5.00 Starbucks gift card that will be distributed to you after reviewing your
interview transcript. Eligibility is contingent on not withdrawing or being removed from the
study, these participants will be ineligible to receive the $5.00 Starbuck gift card.

Consent Signature Section
Using the HelloSign program, please sign this form if you voluntarily agree to participate in this
study. Sign only after you have read all of the information provided and your questions have
been answered to your satisfaction. You should receive a copy of this signed consent form. You
do not waive any legal rights by signing this form.
_________________________
_________________________
________________
Printed Name of Participant

Signature of Participant

Date

_________________________

_________________________

_______________

Printed Name of Person Obtaining Consent

Signature of Person Obtaining Consent

Date
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Appendix D: Participant Screener Survey
Participant Screener Survey
Thank you for volunteering to complete the participant screener survey. This survey will
be used to collect data for research for a dissertation at Abilene Christian
University. All of your responses will be kept confidential.
Directions: For each question, please select one answer to acknowledge your response.
(Demographic Information)

1. How many years have you utilized PBIS in your classroom/position?
A. 0–5 years
B. 6–10 years
C. 11–15 years
D. 15+ years
2. Which grade level did you work with during the 2020-2021 school year?
A.
B.
C.
D.
E.
F.

Sixth grade
Seventh grade
Eighth grade
Multiple grades
I have worked with middle school-aged students but not during the previous school year
Prefer not to answer
G. Other
(PBIS Survey Questions: Please respond to all of the following questions and statements
within the survey by selecting the choice that correlates with the strength of your
agreement or disagreement.)
3. I believe that PBIS is an efficient instrument in encouraging appropriate student behaviors.
A. Strongly Agree
B. Somewhat Agree
C. Neither Agree nor Disagree
D. Somewhat Disagree
E. Strongly Disagree
4. I believe that PBIS is an efficient instrument in encouraging appropriate student behaviors.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
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D. Somewhat Disagree
E. Strongly Disagree
5. Students are expected to follow the campus PBIS matrices throughout all areas of the
campus.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
6. I believe the PBIS framework is an effective tool for addressing student disruptions within
the campus.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
7. PBIS impacts all students within the campus.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
8. I believe that PBIS can increase student engagement and academic performance.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
9. I believe that PBIS has a positive influence on the behavior of all faculty/staff.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
10. The campus environment and culture are greatly impacted by PBIS.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
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11. I have an overall positive outlook regarding PBIS.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
12. I reinforce the campus PBIS expectations by using positive supports (verbal praise, tangible
items, etc.).
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
13. To minimize the frequency of disciplinary issues, I use PBIS strategies.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
14. I believe that PBIS has enhanced my classroom management and increased my personal
satisfaction in education.
A. Strongly Agree
B. Somewhat Agree
C. Neutral
D. Somewhat Disagree
E. Strongly Disagree
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Appendix E: Interview Protocol
Central Research Question: How did positive and negative adolescent experiences with
classroom management impact educators’ decisions regarding discipline in the
classroom?
Research Question 1: What do educators perceive as barriers and supports to PBIS
implementation?
Research Question 2: How do educators describe their experiences with school discipline as an
adolescent?
Research Question 3: How do educators perceive the influence of their adolescent experiences
with school discipline on their implementation of PBIS?
Background Information: The setting of the interview was remote and occurred virtually through
Zoom. The interview occurred at designated time selected by the participants.
(Start of Interview)
Interviewer: Hello, thank you for taking the time to talk to me today. Before I begin, do you have
any questions currently?
Interviewer: To ensure that I accurately record your thoughts, ideas, and opinions I am going to
supplement my notes by recording our interview through Zoom, is that okay? Before I
begin recording our interview, I ask that you turn your camera off and replace your name
with your unique identifier to protect your identity.
Interviewer: Let’s begin. Today is ------- at ----- am/pm I am speaking with (unique identifier) an
educator in Texas. I am going to be asking you questions about your experiences as an
educator and as an adolescent. If there is anything you do not feel comfortable answering,
or you do not know the answer to, that is not a problem; just let me know by stating no
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comment, and we can skip that question. I want to let you know that your responses will
only be shared with me, and your information will not reveal any identifying information,
a final report of the data will be shared with the district, but as stated previously it will
not include any identifiable information. Also feel free to let me know if you want to take
a break at any time during the interview or if you would like me to rephrase a question.
Interviewer: As we begin our interview, take a moment to reflect on your experience as an
educator. (Original Question) What led you to become an educator?
Interviewer: I will now begin to ask you a series of questions regarding your perception of the
barriers and supports that your experienced when implementing PBIS. Barriers are
defined as anything that hinders your ability to implement PBIS. (Original Question)
What type of barriers did you encounter when implementing PBIS?
Interviewer: (Probing Question) Did you expect to encounter those barriers?
Interviewer: Supports are defined as anything that help or aids you in your ability to implement
PBIS.
Interviewer: (Original Question) What type of supports did you receive when implementing
PBIS?
Interviewer (Probing Question) Did you expect to receive those supports?
Interviewer: Now we will transition to a series of questions regarding your experiences with
school discipline and classroom management when you were an adolescent. The age of
an adolescent can vary, so for this interview adolescence will range from age 10 to 17.
(Original Question) As you take a moment to reflect on your experiences as an
adolescent, what do you remember in regard to your overall behavior as a student (i.e.,
where you a student that frequent the office)?
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Interviewer: Positive supports are strategies that educators use to increase appropriate student
behavior in a positive manner.
Interviewer: (Original Question) As a student, how would you describe your experience and
feelings with receiving positive supports (i.e., receiving verbal praise and tangible items)?
Interviewer: (Probing Question) Did you expect to receive those positive supports, and did it
change your short-term or long-term behavior?
Interviewer: (Original Question) Did you observe your teacher providing positive supports to
your peers?
Interviewer: (Probing Question) Did you notice if your peers’ behavior changed as a result of the
positive supports?
Interviewer: (Original Question) As a student, how would you describe your experience and
feelings with receiving negative consequences (i.e., parent phone call and referral)?
Interviewer: (Probing Question) Did you expect to receive those negative consequences, and did
it change your short-term or long-term behavior?
Interviewer: (Original Question) Did you observe your teacher providing negative consequences
to your peers?
Interviewer: (Probing Question) Did you notice if your peers’ behavior changed as a result of the
negative consequences?
Interviewer: (Original Question) Did you witness your teacher providing any other type of
behavior correction that you did not mention (i.e., ignoring inappropriate behavior)?
Interviewer: (Probing Question) Did you notice if it changed your behavior or your peers’
behavior?
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Interviewer: (Optional) What kept you from committing a serious offense that would have led
you to receive a severe consequence (i.e., expulsion)?
Interviewer: Now I am going to ask you a few questions regarding the correlation between your
adolescent experiences with discipline and your implementation of PBIS on campus.
(Original Question) How would you describe your experience and usage with positive
supports as an educator (i.e., providing tokens to students for displaying desired
behavior)?
Interviewer: (Probing Question) If so, what impact have you seen it have on your students’ shortterm and long-term behavior?
Interviewer: (Original Question) How would you describe your experience and usage with
negative consequences as an educator (i.e., writing a discipline referral)?
Interviewer: (Probing Question) If so, what impact have you seen it have on your students’ shortterm and long-term behavior?
Interviewer: (Original Question) At the beginning of the interview, we discussed what led you to
decide to become an educator, is there a particular encounter or educator who you
encountered as an adolescent that you believe influences your classroom management
style or implementation of PBIS and if so, why?
Interviewer: (Probing Question) If you did not have that encounter or interaction with the
educator during your adolescence, do you believe your outlook of classroom management
and your implementation of PBIS would be different, and if so, how?
Interviewer: (Probing Question) Do you believe there is a correlation or relationship between the
adolescent experiences you mentioned throughout this interview and your
implementation of PBIS?
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Interviewer: Thank you so much for taking the time to talk with me today. I appreciate your
assistance, if you have any questions in the future, please feel free to get in contact with
me. You will receive a copy of the transcript to ensure that the responses you provided
are an accurate representation of your thoughts, ideas, and beliefs. This concludes our
interview, I will end the Zoom recording at this time, thank you again.
(End of Interview)
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Appendix F: Alignment Table of Research Questions to the Interview Questions
Alignment Table of Research Questions to the Interview Questions
Central Research Question:
How did positive and negative adolescent experiences with classroom management impact
educators’ decisions regarding discipline in the classroom?
(The interview questions alignment to the research questions of the study)
Research Question 1:
Research Question 2:
Research Question 3:
What do educators perceive
How do educators describe
How do educators perceive
as barriers and supports to
their experiences with school the influence of their
PBIS implementation?
discipline as an adolescent?
adolescent experiences with
school discipline on their
implementation of PBIS?
2. What type of barriers did
4. As you take a moment to
1. What led you to become an
you encounter when
reflect on your experiences as educator?
implementing PBIS?
an adolescent, what do you
a. Did you expect to
remember in regard to your
10. How would you describe
encounter those
overall behavior as a student? your experience and usage
barriers?
with positive supports as an
5. As a student, how would
educator?
3. What type of supports did
you describe your experience
a. If so, what impact
you receive when
and feelings with receiving
have you seen it have
implementing PBIS?
positive supports?
on your students’
a. Did you expect to
a. Did you expect to
short-term and longreceive those
receive those positive
term behavior?
supports?
supports, and did it
change your short11. How would you describe
term or long-term
your experience and usage
behavior?
with negative consequences
as an educator?
6. Did you observe your
a. If so, what impact
teacher providing positive
have you seen it have
supports to your peers?
on your students’
a. Did you notice if your
short-term and longpeers’ behavior
term behavior?
changed as a result of
the positive supports? 12. Is there a particular
encounter or educator who
7. As a student, how would
you encountered as an
you describe your experience adolescent that you believe
and feelings with receiving
influences your classroom
negative consequences?
management style or
a. Did you expect to
implementation of PBIS and
receive those negative if so, why?
consequences, and did
it change your short-
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term or long-term
behavior?
8. Did you observe your
teacher providing negative
consequences to your peers?
a. Did you notice if your
peers’ behavior
changed as a result of
the negative
consequences?
9. Did you witness your
teacher providing any other
type of behavior correction
that you did not mention?
a. Did you notice if it
changed your
behavior or your
peers’ behavior?

If you did not have
that encounter or
interaction with the
educator during your
adolescence, do you
believe your outlook
of classroom
management and your
implementation of
PBIS would be
different, and if so,
how?
b. Do you believe there
is a correlation or
relationship between
the adolescent
experiences you
mentioned throughout
this interview and
your implementation
of PBIS?
a.
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Appendix G: Alignment Table of Interview Questions to the Social Cognitive Theory
Components
Observational
Learning
6. Did you observe
your teacher
providing positive
supports to your
peers?
8. Did you observe
your teacher
providing negative
consequences to your
peers?
9. Did you witness
your teacher
providing any other
type of behavior
correction that you
did not mention?

Reciprocal
Determinism
4. As you take a
moment to reflect on
your experiences as an
adolescent, what do
you remember in
regard to your overall
behavior as a student?
5. As a student, how
would you describe
your experience and
feelings with receiving
positive supports?
6a. Did you notice if
your peers’ behavior
changed as a result of
the positive supports?

Reinforcements
2. What type of
barriers did you
encounter when
implementing PBIS?
2a. Did you expect to
encounter those
barriers?
3. What type of
supports did you
receive when
implementing PBIS?
3a. Did you expect to
receive those
supports?
5. As a student, how
would you describe
your experience and
feelings with receiving
positive supports?

7. As a student, how
would you describe
your experience and
feelings with receiving
negative consequences? 6a. Did you notice if
your peers’ behavior
8a. Did you notice if
changed as a result of
your peers’ behavior
the positive supports?
changed as a result of
the negative
7. As a student, how
consequences?
would you describe
your experience and
9a. Did you notice if it feelings with receiving
changed your behavior negative
or your peers’
consequences?
behavior?
8a. Did you notice if
your peers’ behavior
10. How would you
changed as a result of
describe your
the negative
experience and usage
consequences?

Expectations
5a. Did you expect to
receive those positive
supports, and did it
change your short-term
or long-term behavior?
7a. Did you expect to
receive those negative
consequences, and did it
change your short-term
or long-term behavior?
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with positive supports
as an educator?
11. How would you
describe your
experience and usage
with negative
consequences as an
educator?
12. Is there a particular
encounter or educator
who you encountered
as an adolescent that
you believe influences
your classroom
management style or
implementation of
PBIS and if so, why?
12a. If you did not
have that encounter or
interaction with the
educator during your
adolescence, do you
believe your outlook of
classroom management
and your
implementation of
PBIS would be
different, and if so,
how?
12b. Do you believe
there is a correlation or
relationship between
the adolescent
experiences you
mentioned throughout
this interview and your
implementation of
PBIS?

9a. Did you notice if it
changed your behavior
or your peers’
behavior?
10a. If so, what impact
have you seen it have
on your students’
short-term and longterm behavior?
11a. If so, what impact
have you seen it have
on your students’
short-term and longterm behavior?

